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CHAPTER 1. INTRODUCTION 
Background for Study 
Major demographic changes have been, and are taking 
place that are expected to bring about massive changes in 
society and its institutions (Sheth, 1988). In the 1970s 
changing demographics, coupled with changing job markets, 
ended a boom period in higher education (Toole, 1987). The 
combined effect of these changes on certain segments of 
higher education is unparalleled, with the most significant 
impact coming from two areas: the declining number of 
traditional direct-from-high-school students entering college 
and the geographic dispersion of the population. These 
factors are creating a market gap between supply and demand 
that will result in a crisis for higher education (Sheth, 
1988) . 
Between 1979 and 1994, the number of 18-year-olds in 
the United States will drop by approximately one-fourth, from 
a high of 4.3 million in 1979 to a low of 3.2 million in 1994 
(Seldin, 1984). These statistics are based on records of 
actual births and thus are not subject to the vagaries of a 
forecast (Breneman, 1983). Data presented by Keller (1983) 
suggest that higher education has never before had to deal 
with a prolonged decline in potential students. The 15% 
decline in the birth rate between 1961 and 1975 was the 
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sharpest drop in United States history, twice as severe as 
the 1930s depression decline. The decline in the number of 
18-year-olds will be especially severe in 13 states in the 
Northeast quadrant of the United States, an area in which 
50% of the population resides, and the area in which the 
institution under study is located (Hodgkinson, 1985). 
Table 1 shows the projected decline in high school graduates 
for the states in the Northeast quadrant for time periods 
based on two studies; 1979 through 1994 and 1986 through 
2004. 
Table 1. Projected reduction in high school graduates for 
states in the Northeast quadrant of the United 
States 
State 
Percent Reduction 
1979 through 1994^ 
Percent Change , 
1986 through 2004 
Indiana 30 -11 
Iowa 34 -24 
Wisconsin 34 -8 
Ohio 34 -9 
Illinois 34 —16 
Minnesota 35 +5 
Michigan 36 -8 
Pennsylvania 39 -11 
New Jersey 39 -3 
New York 43 -4 
Connecticut 43 -4 
Massachusetts 43 -12 
Rhode Island 49 -1 
^Western Interstate Commission for Higher Education, 
National Institute of Independent Colleges and Universities, 
and Teachers Insurance Annuity Association - November 1979. 
^Evangelauf (1988a). 
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The reader will note that, of the 13 states in the 
Northeast quadrant, only Minnesota will experience a modest 
increase from 1986 to 2004. The other states will suffer 
decreases. Of particular interest is that Iowa, the location 
of the institution studied and a significant market segment, 
will suffer the severest loss in the nation, down 24% from 
the 1986 figures (Evangelauf, 1988a). 
In addition to the declining numbers, the composition 
of the 18-year-old cohort will be radically different by the 
turn of the century with an increasing proportion of students 
who may face barriers in the pursuit of a college education. 
There will be fewer Whites, more Blacks, Hispanics, and 
Asian-Americans. Generally speaking, these students will be 
poorer and more diverse ethnically and linguistically than 
the current college entrants. A larger percentage will 
possess handicaps that affect their learning (Hodgkinson, 
1985). Complicating the situation is inadequate federal 
support for student assistance ("Text of College," 1988). 
Also, and of particular importance to college and 
university enrollment planners in this area, is the magnitude 
of the competition in the face of the contraction of 
enrollment in these states. Table 2 illustrates the 
concentration of public and private institutions in the 
quadrant (Crossland, 1980). Since this quadrant represents 
a substantial portion of the total national effort, what 
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Table 2. Northeast quadrant institutions of higher education 
Percent of Portion of 
National National 
Type Total Total 
Public Community Colleges 35 .2 327 out of 928 
Public Four-year Colleges 
and Universities 32 .3 181 out of 560 
Private Two-year Colleges 44 .2 125 out of 283 
Private Four-year Colleges 
and Universities 50 .7 711 out of 1,402 
All Degree Granting 
Institutions in the 
Country 42 .7 1,344 out of 3,173 
happens in this section almost certainly will cause widespread 
psychological/ economic^ and political ripples across the 
country. However, the competition will not only come from 
the academic community but from non-college and non-university 
providers of higher education, such as museums, the military, 
and professional associations (Keller, 1983? Melia & Goodman, 
1989). Failure to compete effectively and efficiently will 
mean the demise of many institutions. It is predicted that 
between 10% and 30% of America's 3100 colleges and 
universities will close or merge with other institutions 
by 1995 (Keller, 1983). 
Hodgkinson (1985) reports two other circumstances which 
exacerbate the problem of the dwindling applicant pool. 
First, there is a continuing increase in the number of jobs 
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which require no college degree. Currently, 20% of all 
college graduates enter such jobs. Second, increasing 
numbers of talented minority youth are choosing the military 
as their educational route, both due to cost and direct 
access to "high technology." 
The impact will be widespread and will fall primarily on 
the private sector of higher education. The private sector 
formerly dominated higher education in the United States but 
steadily declined from 1950 to 1979, at which time it 
accounted for only 22% of enrollment (Howe, 1979). In the 
1970s alone, 129 independent colleges were closed while public 
institutions, by contrast, generally were not allowed to 
close. Obviously, the complete demise of private education 
is not in the forecast. Those private institutions that are 
major research universities, as well as the elite colleges 
(a handful of four-year liberal arts institutions with a 
national reputation) are most likely to be in the strongest 
position for survival (McPherson, 1981). 
Extremely vulnerable are the non-prestigious, tuition-
dependent private colleges and universities without the 
insulation of endowment funds (Crossland, 1980; Howe, 1979). 
If they strive to offer a quality product, set high stan­
dards, and shun both the superficialities of salesmanship and 
the infighting of state politics, their future may be even 
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more uncertain (Howe, 1979). Also vulnerable will be those 
private institutions which the college-going public appears 
to consider "overflow institutions," institutions that most 
college-shopping applicants do not make their first choice 
(Crossland, 1980). 
Given the realities of the situation, the challenge for 
the private institutions will be to develop appropriate 
strategies to enhance their probability of survival. Major 
increases in part-time college students and in adult and 
continuing education will fill a portion of the void 
(Hodgkinson, 1985). Undoubtedly, most colleges in the region 
will have to adjust to lower levels of activity. Prime 
strategies would include aggressive and imaginative marketing, 
increased political astuteness, and lessening of selectivity 
criteria. 
Bonham (1983) suggests looking to marketing as a means 
to solve the enrollment problems facing higher education. 
These are new times and colleges must begin to market their 
services in ways which have not been required before. 
Both public and private institutions have become in­
creasingly dependent on public funds provided by the federal 
government as well as by individual states. Such funding has 
become the lifeblood of much of private-undergraduate 
education and thus needs to be preserved. Some private 
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colleges have benefited from being located in states which 
have discovered that they can save the taxpayers money by 
paying direct subsidies to private colleges to take students 
rather than further expanding public institutions. 
Public and private institutions will also be competing 
outside the halls of government to attract students by any 
means available, sometimes without regard to educational 
values or standards (Howe, 1979). A viable option gaining 
considerable attention is the loosening of selectivity 
standards (Keller, 1983). This option has taken the form, 
at some institutions, of an open admissions policy. 
Although undesirable from some points of view, a 
loosening of selectivity standards could serve several pur­
poses, all of which are compatible with the philosophy and 
environment of contemporary higher education. First, a more 
open admission policy would provide for greater diversity in 
the student body, a desirable characteristic which would en­
hance the strength and vitality of higher education (Hargadon, 
1981) . Second, it supports the egalitarian view that everyone 
should have the opportunity to go to college (Rossman, Astin, 
Astin, & El-Khawas, 1975). And, finally, a more open policy 
expands the prospective student base in a declining market. 
The ability of an institution to capitalize on this factor 
may enable it to survive (Kraus, 1988). 
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Need for the Study 
The concept of open admissions is not a recent phenome­
non and has generated a considerable volume of literature. 
Most authors have addressed only the issue of access but, 
access is only an intended beginning. The fundamental con­
cern goes beyond access: the fundamental concern is 
achievement (Eaton, 1989). The generally accepted principal 
measure of success for institutions of higher education is 
the performance, retention, and graduation of their students 
(Cross, 1985; Polishook, 1976). However, while a few major 
studies of the achievement of open-admission students have 
been conducted for public institutions of higher learning, 
no studies have evaluated an open admission policy within 
the private sector of higher education. 
Therefore, it is imperative that the extent of any 
relationship between admissions criteria and student outcomes 
be established. The knowledge of the relationship is essen­
tial to enrollment and retention planning and management, and 
possibly, to the survival of the institution. Further, 
student outcomes need to be assessed to determine what impact 
the admissions criteria have on the educational quality of 
the institution (Bauer, Solorzano, & Woltz, 1988). According 
to Dubocq (1981) , academic excellence is measured in an open-
admission environment by the strength of an institution's 
commitment to holding its standards. It is absolutely 
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essential to the continued existence of the open door that 
institutions establish high expectations or society will 
ultimately reject the concept. In addition, there are moral, 
ethical, academic, and conceivably, legal implications 
associated with the process that are of paramount importance 
to both the institution and the students. 
Statement of the Problem 
The research problem is to assess student outcomes 
relative to two categories of admissions status (open-
admission versus regular-admission), college of major area 
of study, and scores on standardized admissions tests. 
Statement of the Purpose 
The purpose of this study is to investigate college 
freshmen entering direct from high school to determine if 
there is a relationship between admissions status, standard­
ized admissions test scores, major area of study and three 
principal measures of student outcomes: grade point average, 
retention rates, and graduation rates. In addition, it is to 
determine if there are any differences in the predictive va­
lidity of high school performance and standardized admission 
tests for students admitted under an open admission concept 
and students admitted under regular admission criteria. 
Specifically, the study is to investigate these factors at 
Drake University - a comprehensive, independent university 
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located in Des Moines, Iowa. Drake is representative of 
those institutions most vulnerable to the effects of a 
drastically reduced traditional student base, institutions 
which the college-going public appears to consider "overflow 
institutions," and which most college shopping applicants 
do not make their first choice (Crossland, 1980). 
Definition of Terms 
The terms used in this study may be defined as follows: 
Regular-admission college student; An admitted student 
who meets the established criteria for admittance based on 
an evaluation of the following categories: 
(1) Application essay 
(2) High School Transcript (Overall grade point average 
(GPA), academic CPA, rank in class, number of aca­
demic units completed, notation of honors/advance 
placement courses, percentage of college bound in 
graduating class, etc.) 
(3) ACT/SAT scores (Including achievement tests scores, 
if taken) 
(4) Counselor/Teacher recommendation 
(5) Other pertinent information (specific talents, 
abilities, etc.) 
This definition was approved by the Admissions Subcommittee 
of the Drake University Senate on February 9, 1984. 
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Open-admission college student; An admitted student who 
does not meet the regular criteria for admission and may only 
be admitted conditionally. Sanction for admission under this 
category was approved by the Admissions Subcommittee of the 
Drake University Senate on April 5, 1984. 
No formal criteria have been developed for selecting 
open-admission students from the pool of applicants who fail 
to meet the criteria for regular admission. According to 
admissions personnel, selection is based on an informal 
assessment of the character and motivation of the student and 
the level of family support. These qualities are evaluated 
through interviews with the applicants, counselors, and 
teachers. The evaluation of family support goes beyond the 
financial aspects. Family experience in higher education and 
support of higher education, as well as the expectations the 
family holds for the student, are important considerations. 
Given this, it is not inconceivable that two students with 
essentially equal academic records might be treated differ­
ently when arriving at a final decision to admit or not to 
admit within the parameters of the open-admission program. 
Retention Rate; The percentage of students who satisfac­
torily proceed from one grade level to the next higher grade 
level within the normal one-year time frame (i.e., percentage 
of freshmen becoming sophomores, percentage of sophomores 
becoming juniors, and percentage of juniors becoming seniors.) 
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Graduation Rate; The percentage of students who 
graduate from Drake University within four academic years 
from date of initial enrollment. (This would include any 
persons who graduate in less than four years in an 
accelerated program.) 
Variables 
The independent variables to be addressed in the study 
will be: (a) admissions status and (b) college of major 
area of study. 
The dependent variables to be addressed in the study 
will be; (a) college grade point averages (GPAs), 
(b) retention rates, and (c) graduation rates. 
Additional variables are the American College Testing 
(ACT) Program scores (or Scholastic Aptitude Test (SAT) 
scores converted to ACT equivalents) and high school 
percentile which for some hypotheses will be considered 
independent variables and for others dependent variables. 
Research Hypotheses and Rationale 
Hypothesis One; Regular-admission college students will 
achieve significantly higher cumulative grade point averages 
overall and as freshmen, sophomores, juniors, and seniors 
than will open-admission college students. 
Rationale; Open-admission students entered the univer­
sity with a lower level of academic achievement than did the 
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regular-admission students as expressed in terms of high 
school performance and standardized test scores. While 
predictions are difficult, given imperfect information, high 
school performance and standardized test results have 
predicted performance quite well at selective universities 
(Klitgaard, 1985). 
Hypothesis Two: Differences favoring regular-admission 
students exist between the retention rates of open-admission 
students and the rates of regular-admission students. 
Rationale: Student retention is a by-product of student 
success and satisfaction. Students will achieve and persist 
in an environment where academic assistance, adequate 
counselling, and a strong support system which fulfills 
students' needs exist (Harrison & Rayburn, 1979; Noel, Levitz, 
Soluri, & Associates, 1985). Inasmuch as such an environment 
exists at Drake for both open-admission students and regular-
admission students, no advantage accrues to either group 
within this environment and the admissions category remains 
a principal determinant of performance. 
Hypothesis Three; Regular-admission college students 
will achieve higher graduation rates after four years of 
instruction than will open-admission college students. 
Rationale: Who is retained/graduated and why is related 
to who is recruited/admitted and why (Ihlanfeldt, 1985). In 
the past, Drake, like other schools concentrated far more on 
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recruitment and admissions efforts than on trying to imple­
ment an overall institutional program to reduce attrition and 
to enhance graduation (Martin, 1985). In recent years that 
trend has been reversed at Drake and a formal organization 
unit has been established to combat attrition. Given that 
the efforts of that unit are addressed across the full 
spectrum of the student body, the best predictors of success 
remain high school performance and standardized test scores, 
the primary factors in the admissions process. 
Hypothesis Four; Differences exist in the graduation 
rates of both regular-admission students and open-admission 
students based on the college affiliation of their major 
area of study. 
Rationale; While empirical data have not been found to 
support it, there is the perception that different levels of 
difficulty exist within the various colleges of the univer­
sity: Arts and Sciences, Business and Public Administration, 
Pharmacy and Health Sciences, and Journalism and Mass Commun­
ications. The perceptions appear to be based on the type of 
subject matter within individual majors, with a greater degree 
of difficulty being attributed to majors in structured pro­
grams such as Law or Business than to unstructured majors in 
the Arts and Sciences. Inasmuch as Pharmacy is a five-year 
program, it will not be included in the investigation of 
this hypothesis. 
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Hypothesis Five: ACT scores and high school percentile 
rank are valid predictors of academic success for students 
in both regular-admission and open-admission categories. 
Rationale: In the past, scores obtained on the ACT and 
the high school class rank have been considered to be "by far 
the best" in predicting the success of individual students 
(Crouse & Trusheim, 1988; Willingham, 1985) . Therefore, 
there is no reason to believe that those characteristics will 
be less reliable when applied to either regular-admission 
students or open-admission students. 
Statement of Assumptions 
The first assumption is that standards of performance 
are applied equally across the full spectrum of the student 
body and will not be adjusted for any particular category 
of student. 
The second assumption is that all students will avail 
themselves of learning resources provided by the institution 
to the degree deemed necessary for each individual. 
The third assumption is that no preferential treatment 
is given to open-admission students based on admission 
category. 
The fourth assumption is that the results of the study 
can be generalized to the greater population of all high 
school graduates applying for entrance to comprehensive, 
independent four-year colleges and universities. 
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The fifth assumption is that difficulty of the 
curriculum is reflected in grades and graduation rates. 
Limitations of the Study 
The population for this study is limited to high school 
graduates seeking entrance to Drake University in the first 
regular semester following graduation from high school (direct 
from high school enrollees). The sample will be restricted 
to an evaluation of the performance of one class (the class 
entering Drake University in the Fall 1984 Semester) during a 
four-year cycle. A more comprehensive study would entail 
following several entering freshman classes through their 
four-year cycles. 
Even though Alexander Astin (1975) reported that only a 
bare majority of all college and university students obtained 
their degree in four years or less, a four-year cycle is 
considered to be appropriate for research purposes, particu­
larly for comprehensive, independent institutions. Levine 
(1978), addressing the State of Academic Time, reported that 
98.4% of American colleges and universities had programs 
requiring four years of full time study or the equivalent 
for the awarding of Bachelor of Arts and Bachelor of Science 
degrees. In addition, a significant number of institutions 
offer curricular options that provide formal time-shortening 
degree programs. 
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Significance of the Study 
No studies have been reported comparing the performance 
and outcomes of open-admission students versus regular-
admission students at comprehensive, independent, four-year 
institutions. Only limited information is available 
regarding comparative performances and outcomes in the public 
sector and that information is dated. 
There is the perception that open admissions represents 
a lowering of academic standards, detrimental to the reputa­
tion of institutions of higher education as providers of 
quality education (Polishook, 1976). However, if these 
institutions are to continue to meet the enrollment challenges 
of the present and the future, strategies must be developed 
to increase their probability of survival - open-admission 
is one such strategy. Therefore, it is important to evaluate 
whether open-admission students can succeed in an 
academically competitive environment. 
This study will be most beneficial to the administrators, 
admissions personnel, and student services personnel at Drake 
University, and other comprehensive, independent, four-year 
institutions, in assessing the effectiveness and efficiency 
of established programs in meeting the added responsibilities 
imposed by an open-admission policy. In addition, it will 
serve as an aid for those personnel in planning for the 
admission, retention, and graduation of students. 
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CHAPTER II. REVIEW OF THE LITERATURE 
Introduction 
The literature review revealed no studies which 
addressed the relationship between open admissions status 
and student outcomes in private institutions of higher 
education. Studies that were available were limited in 
number and were concentrated on the effects of open admis­
sions policies in the public sector of higher education. 
This chapter will initially address the philosophies 
of the admissions process in higher education and the 
functions that derive from those philosophies. 
The next section will discuss open admissions in terms 
of definition, history, and the variety of forms. The 
current environmental factors which have led to a renewed 
interest in open admissions as a viable enrollment strategy 
will be discussed and the section will conclude with the 
views of both the proponents and critics of open admissions. 
The third section will present a review of the results 
of previous studies of open admissions programs. The 
chapter will conclude with a presentation of conclusions 
based on a review of the literature concerned with open 
admissions and with student outcomes as related to admission 
status. 
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Philosophies and Functions of Admission 
The admissions process for higher education is neither 
simple nor well understood and is further complicated by 
acute philosophical differences. Proponents of different 
philosophical perspectives include advocates of highly 
selective admissions criteria (elitists) and those advocating 
completely open admissions policies (egalitarians), as well 
as individuals between the two extremes (Astin, 1971) . Few 
would argue that admissions philosophies do not fall along 
the continuum from highly restrictive to completely 
accessible. However, generally speaking, there are three 
broad philosophies related to admissions to higher education: 
(1) selective; (2) non-selective; and (3) special purpose. 
The Carnegie Council (1977) reports that approximately 50% 
of the college students are enrolled in institutions using 
selective criteria, 40% are enrolled in non-selective schools, 
and the remaining 10% are enrolled in schools controlling 
entrance into a profession (a form of special purpose). 
Astin (1971) proposes three basic philosophies for 
higher education which fit within the broad framework 
described above; the Elitist, the Egalitarian, and the 
Remedial ("Social Welfare"). The Elitist conception is 
that only the ablest and brightest should receive higher 
education. Egalitarian advocates believe everyone should 
have the opportunity to go to college and that investment 
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of resources should be about equal across the spectrum of 
ability. The Remedial advocates feel that special attention 
should be devoted to the lowest-performing and most 
disadvantaged members of society. The functions of the 
admission process for each of the broad philosophies will 
be discussed in the next section. 
Functions which derive from admissions philosophies 
There is some consensus regarding the functions of the 
admission process. Generally, the functions are considered 
to be: (1) to meet institutional needs and (2) to meet 
professional and societal needs. None of the functions is 
exclusive to any one philosophy. In each case the make-up 
of the student body is the central issue. 
Selective/Elitist Philosophy Several authors 
(Astin, 1971; Mudie, 1978; Thresher, 1966) see the function 
of the admissions process to be one of "selecting and 
sorting," with the goal being to assemble the best possible 
student body for the individual campuses. In pursuing this 
goal, many colleges and universities are involved in a 
modern-day search for the Holy Grail - looking for the 
elusive student who will satisfy faculty members by being 
among the most academically capable and well prepared and 
who will satisfy business managers by generating enough 
income to keep the budget in the black (Mudie, 1978). 
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Accomplishment of the goal of seeking and enrolling 
those students who are most likely to do well in their 
studies (the ablest and the brightest) should result in a 
student body with a high degree of homogeneity (Willingham 
& Breland, 1977). While this may be a desirable characteris­
tic for many institutions, it is not without its critics. 
Thresher (1966) and Doermann (1968) believe that a completely 
outstanding student body produces two undesirable effects 
from an academic and admissions viewpoint: (1) if talent is 
so superior that it shines under any education process, it 
has the effect of reducing the motivation to improve the 
process and (2) it reduces dropouts and tends to decrease 
the hospitality previously extended to prospective transfer 
students. 
Selectivity may be exercised in areas other than in 
academic abilities in order to meet institutional needs. 
Some applicants may be selected because they are applying to 
programs which have ample staff and facilities but too few 
students in a particular year. Other applicants may be 
selected to maintain a particular tradition or character 
within the institution. 
A consideration which cannot be overlooked as a function 
of selectivity is the enhancement of institutional image and 
reputation. Even though it seems more logical to rank 
institutions on the success of their graduates, a number of 
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authors see the admissions process serving as an indicator 
of the institution's reputation (Astin, 1971; Webster, 1981). 
Selectivity is highly correlated with an institution's 
prestige and the quality of the student body accepted by 
the institution is highly influential in the perceptions of 
that body's peer group across all dimensions of a college's 
quality and academic reputation (Kealy & Rochel, 1987). 
Astin (1985) and McPherson (1981) see selectivity in the 
admissions process as being the key indicator of the 
quality and reputation of the institution and consider 
selectivity as the single best measure of an institution's 
reputation. 
The implication of this to admissions personnel is to 
remember that America is image-conscious and image-driven at 
every turn and that student decisions are based on image to 
the exclusion of more salient characteristics. Moll (1985) 
believes that the true and proven quality of an institution 
of higher learning often plays a subordinate role to image 
when a choice is made by the student. This notion is 
confirmed each May by high school seniors who pick colleges 
and universities that are not necessarily the best for their 
individual needs but are, instead, the most prestigious of 
the colleges admitting them. Image affects the morale of 
the faculty, the administration, and students and both the 
admissions process and retention can suffer because of 
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image (Moll, 1985). Given predictions of a sharply 
declining college-going population through the mid-1990s, 
no institution can afford to bypass consideration of its 
public image. 
Even though it would seem to violate democratic prin­
ciples, there is some indication that the general public is 
becoming a supporter of selective admissions. Vaughan 
(1985) reports that there is a national mood which promotes 
the survival of the fortunate and puts less emphasis on 
helping those who, for whatever reason, are unable to partic­
ipate fully in the American dream of equality of opportunity. 
Vaughan believes this attitude to be mainfested in the cut­
backs in federal financial aid, which he considers the most 
flagrant expression of the declining importance of main­
taining open access to higher education. Klitgaard (1986) 
implicitly argues that higher education is selective and 
elitist in its very nature. Perhaps the strongest support 
for selectivity comes from the National Commission on 
Excellence in Education (1983) in their report: A Nation 
at Risk; The Imperative for Educational Reform. The 
Commission believes that the four-year colleges and 
universities should raise their admission requirements and 
advise all potential applicants of their standards for 
admission in terms of specific courses, performances in 
those courses, and achievement on standardized tests. 
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Although high admissions standards seem to be the 
generally accepted indicator of selectivity, such standards 
can be misleading. Elgart and Schanfield (1984) and Levine 
(1985) take exception to the idea that high admission 
standards reflect selectivity and are the key to curricular 
excellence. They argue that this confuses selectivity with 
quality and institutional achievement. Selective schools 
sometimes offer poor programs, and some non-selective 
schools provide first-rate curricula. 
Non-selective/Eqalitarian Philosophy Those espousing 
the non-selective philosophy believe that the function of the 
admissions process must go beyond the institution's need for 
students and the resources they bring with them to address 
the needs of society (Karabel, 1972b; Manning, 1977; 
Willingham & Breland, 1977). A less selective admission 
criteria is seen as a key to effectively achieving a 
societal goal of equal access to opportunity in education. 
Advocates believe that admissions personnel should 
review the pool of applicants who are considered admissible 
and determine what subgroup of them will best advance the 
educational philosophy and objectives of the institution, the 
profession, and society. They argue that the philosophical 
rationale for the admissions function should not be to select 
winners but rather to foster growth in the student. In other 
words, the value added to the student as a result of the 
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college experience and not grade point averages should be 
the mark of a successful institution. 
It seems obvious that a non-selective policy would in­
crease access to higher education that a more restrictive 
policy would preclude. Access has become the most fashion­
able word in higher education (Woodrow, 1988). In the past, 
American higher education has striven to facilitate access 
to our colleges and universities for every young person 
believed able to do the work and to maintain respectable 
academic standards (Gardner, 1988). There is a clear public 
interest in the degree of access that exists in both the pri­
vate and public sectors. Private institutions are included 
because they do receive public aid either directly through 
aid from federal agencies and/or from the states or in­
directly through tax exemptions (Willingham & Breland, 1977). 
Therefore, admissions policies should acknowledge the public 
interest and should reflect academic, economic, political, 
and social considerations (Manning, 1977). 
Non-selective admissions policies also permit diversity 
as a function of the process. There is significant support 
for a diversified student body as a means of further meeting 
societal needs. Doermann (1968), Manning (1977), and Thresher 
(1966) believe all students can benefit educationally from a 
learning community in which students are culturally diverse 
creating thereby an enhanced potential for an intellectual 
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environment that will contribute materially to the student's 
development. Merit in the student body is still desired. 
However, merit in the student body may not be confined to 
academic merit as measured by past performance (grades and 
honors) and future potential (aptitude test scores) 
(Klitgaard, 1985). Even Harvard, considered to be the most 
selective university in the country with an 85% rejection 
rate, has taken steps to diversify its student body 
geographically, socioeconomically, and ethnically, as well 
as in terms of the variety of academic majors (Moll, 1985). 
Hargadon (1981) supports the concept of diversity and 
argues that the strength and vitality of higher education 
will derive from the variety and diversity that characterize 
the society as a whole. Insofar as critics are concerned, 
they concede that diversity is a laudable objective but 
question whether it should be achieved at the expense of 
fair, equal consideration for all candidates (Jump, 1988). 
Special Purpose Philosophy The institutions of 
higher education constitute an important public resource 
and also a means of accomplishing social objectives. Most 
colleges and universities have viewed the admission 
philosophy as a means of shaping the institution. However, 
that has changed and now, for many of these colleges and 
universities, admissions has become a means of survival 
(Willingham & Breland, 1977). 
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As mentioned earlier, special purpose admissions 
may be granted as a means of expanding or enhancing a 
program or as a means to continue a tradition. There are 
no limits to uses to which a special purpose admission 
program could be put. Grouse and Trusheim (1988) even 
argue that continued school attendance by 19- and 20-year 
olds has become a needed feature in the life of the nation 
as a means of avoiding higher unemployment statistics. 
In summary, at any particular institution, the primary 
function of the admissions process is dictated by the 
philosophy of admission existing within the institution. 
Open Admissions 
Open admissions is the embodiment of the non-selective 
philosophy discussed in the preceding section. Generally 
speaking, logic would seem to dictate that open admissions 
could be literally translated to mean thay anyone could 
enter - no qualifications, no exceptions, and no provisoes 
(Rosser, 1982). Decker, Jody, and Brings (1976) state that 
open admissions means equal access for all to higher educa­
tion, even those individuals whose previous academic 
performance and low socioeconomic status would not ordinarily 
give them access to college. Some simply define open 
admissions as the provision of a place in college for all 
high school graduates (Rossman et al., 1975). 
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Historical Perspective on Open Admissions 
Open admissions is not a new concept. The pursuit of 
equality and quality have been the twin and uneasy elements 
of political discourse since the founding of this country 
(Bohnam, 1981). Rudolph (1985) suggests that the concept 
of open admissions began with the egalitarian impulses of 
the Jacksonian democracy when Columbia College was offering 
a course full of so many options that it was clearly pander­
ing to all elements of the population. He attributes the 
failure of open admissions to the fact that opportunity in 
mid-19th century America did not require a college degree. 
The concept was given impetus with the passing of the 
Morrill Act of 1862. The Morrill Act set the stage for 
universal higher education by establishing the land-grant 
colleges with the stated principle of equal opportunity in 
education (Harrison & Rayburn, 1979; Libo & Stewart, 1973). 
Sourian (1973) disputes the land-grant colleges being open-
door institutions even though they offered free tuition to 
all but the most abysmally qualified students. He prefers 
to think they are more famous for their "revolving door" 
policies which means, once admitted, the freshmen sink or 
swim. 
Following the establishment of the land-grant colleges, 
the next major impetus to universal access to higher 
education was World War II, which produced far-reaching 
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reforms in college admissions by way of the Army Specialized 
Training Program (ASTP) and the post-war GI Bill (Harrison 
& Rayburn, 1979). The ASTP flooded American colleges with 
students, without regard to qualifications, to prepare them 
for an active role in the war effort. The GI Bill broadened 
the pool of students enormously and gave many less-than-
affluent veterans the opportunity to become the first in 
their families to earn college degrees (Bauer et al., 1988). 
James Wattenbarger, University of Florida, considers the 
GI Bill to be the most important legislation since the 
Morrill Act of 1862 and believes it to have been the major 
influence on the growth of higher education in the post-war 
years (Vaughan, 1984b). 
According to Bonham (1981), nowhere have the practical 
achievements of the goals of equality and quality been put 
to the test more than in our post-war education institutions 
which were exposed to new forms of the open door. The impact 
went beyond the veterans who began to view a college enroll­
ment as a right and not a privilege and who did not question 
whether their own children would go to college but rather 
asked where they would go (Vaughan, 1984b). In the post-war 
era co-education brought large numbers of women into what 
had been all male sanctuaries (Bauer et al., 1988). 
In addition, the process was broadened through the 
influence of government and the courts, specifically by 
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the President's Commission on Higher Education for American 
Democracy (Truman Commission Report), the Higher Education 
Act of 1965, and the Supreme Court Decision of 1954 (Brown 
V. Board of Education of Topeka) (Cross, 1971; Vaughan, 1988). 
The Truman Commission Report called attention to the role 
the two-year college should play and called for the avail­
ability of such colleges within commuting distance of 
virtually all Americans (Millett, 1984). Brown v. Board of 
Education of Topeka broke down barriers by stating that 
racial considerations should not affect a person's 
opportunities (Vaughan, 1984b). The passage of the Higher 
Education Act of 1965 and its subsequent amendments provided 
significant financial aid to students. Without this aid, 
the promise of open access could not be fulfilled for millions 
of Americans who could not otherwise afford to attend 
institutions of higher education (Vaughan, 1988) . 
The most recent development in the history of open 
admissions is the expansion and successes of the community 
colleges (Parley, 1980). The community colleges initially 
prospered in the post-war era as the beneficiaries of the 
influx of veterans; they further benefited from the 
importance the Truman Commission Report placed on the role 
of the two-year college. The impact of the community col­
leges will be discussed further under environmental factors. 
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Variety of Forms of Open Admissions 
Just as there are many varieties of selectivity there 
are also varieties of open admissions policies. The general 
definitions presented at the beginning of this section appear 
to be concise and straightforward. However, the exact nature 
of the philosophy is difficult to grasp if one concentrates 
on admissions operations, college catalogs, and journal 
definitions where definitions lose their meaning in practice. 
For example, even within a discrete system (e.g., the 
State of Kansas) the execution of an open admissions policy 
takes different forms. Emporia State University's admission 
policy states that all graduates of accredited Kansas high 
schools who have not had previous college work will be 
admitted (Emporia State University Undergraduate Catalog, 
1989) . The University of Kansas criteria contain the same 
language but place restrictions on admissions to certain 
schools (Fine Arts and Architecture) within the university 
(University of Kansas Bulletin, 1988-90). In other words, 
access to the institution does not translate to access to 
programs within the institution (Liu, 1980). Vaughan (1988) 
believes that an "open access" institution that limits a 
student's choices is a contradiction in terms. Kansas State 
University also states that the criterion for admission is 
to be a graduate of an accredited Kansas high school (Kansas 
State University Bulletin, 1988-90). However, further 
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investigation reveals that this is but one requirement 
because other requirements include minimum hours of high 
school prerequisites in English, Mathematics, Social Studies, 
and Natural Sciences, as well as two units of a foreign 
language. It is not unlikely that these prerequisities 
would be lacking from the program of many graduates of 
accredited high schools in Kansas and, in theory, could 
preclude enrollment at Kansas State University. There is 
also a requirement for completion of the ACT at all three of 
these institutions which would seem to be unnecessary unless 
it is intended for some type of statistical analysis and not 
for an entrance screening device. Many other state univer­
sities proclaim an open-admission philosophy that does not 
meet the literal definition. Only six of the fifty states 
have specified open admissions to all public institutions 
by law (Millett, 1984). Otherwise, open admissions is a 
policy adopted by governing bodies of individual institutions. 
Some authors question the wisdom of pursuing a defini­
tion on academic grounds when other factors have a greater 
bearing on the subject. Several (Karabel, 1972a; Marshak & 
Wurtemburg, 1982; Thresher, 1966) believe that open admissions 
has little to do with education itself, and almost everything 
to do with addressing the political and sociological concerns 
of ethnic and racial groups. 
Definitions aside, the basic question that remains is 
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the level of selectivity that should be applied to college 
admissions. In the case of many public schools the decision 
has been removed from the academic arena, and admissions 
requirements have been mandated by state governments (Spain, 
1987). Even though the argument over open admissions would 
seem to be one only for public institutions, the issue cannot 
be restricted to the public sector. Public and private 
schools have a mutual interest because of the consequences 
that befall one sector from the actions of the other sector 
(Rossman et al., 1975). 
Environmental Factors 
Much of the impetus for expanding the open admissions 
concepts has been generated by environmental factors. Many 
college administrators view the current environment as one 
hostile to higher education and consider coping with that 
environment a priority item (Hossler & Kemerer, 1986). The 
external environmental factors are many and varied. However, 
the principal factors with which four-year institutions of 
higher education must contend fall into four categories; 
(1) perceptions of the value of a college education; (2) 
demographics; (3) costs and finances; and (4) community 
colleges. 
Perceptions of the Value of a College Education The 
traditional values of a college education have been to 
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provide an education and to instill leadership (Jennings, 
1989). Those values are being challenged as today's 
students bring values and interests quite different from 
the past (O'Keefe, 1985). 
The contemporary consumers of higher education 
appreciate what money can buy and their principal reason 
for going to college is that they, like their parents, equate 
education with earning power, not learning (Levitt, 1988). 
Students are looking to higher education as their key to 
economic success and heavily weighted in their education 
decisions are the prospective financial returns on money 
invested in higher education (Morrell, 1988). It is anti­
cipated that a college-educated person will earn 50% more 
than a high school graduate with the average lifetime income 
of the college graduate expected to exceed the income of the 
non-graduate by more than $600,000 (Jennings, 1989; Lantor, 
1988; Morrell, 1988). Further, Jennings reports that if the 
college graduate is a woman, she will earn up to 70% more 
than a female non-graduate and that the gap is increasing. 
Students are more career-oriented today and 85% of the 
undergraduates report that they are attending college with 
a specific career in mind (Levine, 1980). Competition is 
heavy to do well given the importance placed on college as 
a career-making decision. Bills (1988) reports that educa­
tional credentials enhance careers most directly by getting 
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people through the organizational gates and onto organization 
ladders and that 80% of the managers consider educational 
credentials important to their ultimate hiring decision. 
In the past, higher education was one of the few 
businesses where a product was put together and given to 
the sales force to market to consumers with little or no 
consideration as to whether it met the needs of the consumer 
or if the consumer wanted the product in the first place 
(Mudie, 1978). Higher education has changed and now the 
marketplace is dominating what will be taught and what is 
useful in the marketplace is being taught rather than what 
is at the heart of the liberal arts (Blecker, 1980). 
Some of the demands for credentialing will be met by 
multitudinous private and public agencies who have rushed 
to offer job training for which a baccalaureate is neither 
essential nor even desirable (Blecker, 1980). However, 
there is a widening mismatch between service-industry jobs 
which call for high levels of knowledge and skill, and the 
people available to fill them (Morrell, 1988). It will be 
higher education's responsibility to fill the void. The 
perception of a college degree as the best way to "get 
ahead," coupled with economic reality, will not only expand 
the potential student pool but will increase the participa­
tion rate from that pool (Zemsky & Oedel, 1983). In the 
Midwest, that pool will be further expanded because the 
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poor agriculture economy and a large number of factory lay­
offs have encouraged people to seek training for new jobs 
(Fowler, 1989). 
The increased participation rate will come from persons 
who are smart enough to know that a college degree is a 
ticket to a better way of life but previously had not 
applied because they had little hope of being admitted or 
had applied and been denied admittance (Cross, 1977). There 
will be increased numbers of low academic students and 
students who, if admitted, will bring a deteriorating level 
of preparation to their freshman classes (O'Keefe, 1985; 
Perry & Tucker, 1981). 
Given the hard economic and demographic times for 
colleges, tuition-dependent institutions must weigh the 
feasibility of a strategy deviating from established 
selective admissions standards to deliberately and knowingly 
admit low academic students into programs previously 
reserved for upper divisions on the academic scale (Perry 
& Tucker, 1981; Zemsky & Oedel, 1983). 
Demographics While none of the principal external 
environmental factors can be considered in isolation, the 
demographic environment is considered to be the most critical 
of all (Kotler & Murphy, 1981). 
The projected high school graduate decline has 
dominated thinking about higher education to the extent 
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that it has caused insufficient consideration of other 
aspects of demography (Jonsen, 1984). Jonsen believes 
some of these aspects to be the changing age and ethnic 
composition of the population and the fact that demo­
graphic changes vary enormously by state and by region. 
While most demographers agree that the decline is 
significant, many presidents of institutions of higher 
education have rationalized by belittling the projected 
declines. Some institutions are responding by ignoring 
predictions and assuming they will be untouched (Hoffman, 
1980). Budget submissions ignore the prospect of long-
term enrollment declines and, more often than not, the 
budget is predicated on a small but sustaining increase 
in enrollment (Zemsky & Oedel, 1983). A survey of college 
and university presidents revealed that only 16% expected 
to lose enrollments while 42% expected enrollments to 
increase (Breneman, 1983). In fact for the period.1980 
to 1988, many four-year institutions did experience net 
increases. However, in that same period, 47% of the 
independent institutions reported decreases with 28% of 
the independents experiencing losses of 10% or more 
(Greene, 1988). 
The impact cannot be addressed only in terms of 
reduced enrollment figures. With an absolute decline in 
enrollment, dramatic changes must be made in the financing 
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system in order to maintain the strength and vitality of 
American higher education (Spitzberg, 1983). Most state 
resources and all tuition are based on enrollment at public 
and private institutions and the political economy of higher 
education is overwheImingly dependent upon an enrollment-
driven engine which, lacking enrollment fuel, will now 
require higher education to identify other means of justi­
fying financial support (Spitzberg, 1983). Since most 
institutions cannot hope to reduce reliance on tuition income 
by cultivating alternative sources of revenue in the current 
economic climate, and inflation limits the effectiveness of 
cost cutting, significant tuition increases are all but 
unavoidable (Zemsky & Oedel, 1983). Such actions would serve 
to deepen the decline in enrollments and would be most 
detrimental to the middle and lower income segment of the 
market; a segment which must be cultivated as a prime source 
for enhancement of enrollment numbers. 
Stabilizing or declining enrollments have also reduced 
faculty mobility from one institution to another within 
all but the most selective sectors of higher education 
(O'Keefe, 1985). Particularly hard hit by the lack of 
mobility of senior, tenured faculty are the young Ph.D.s who 
are accepting faculty positions of lesser academic quality 
and commitment without a concomitant opportunity to 
accomplish significant research activities essential to 
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their career progression and to their disciplines (Bonham, 
1983; O'Keefe, 1985). 
Nothing can be done about increasing the number of 
18-year-olds. However, faced with the falling numbers of 
traditional college-age students, many institutions of 
higher education have turned elsewhere for means to increase 
enrollment. Breneman (1983) cites the following as viable 
strategies: 
Increase high school graduation rates; 
Increase enrollment of low and middle income students; 
Increase enrollment of minority youths; 
Increase retention of current students; 
Increase enrollment of adults; and 
Increase enrollment of foreign students. (p. 16) 
There is support for Breneman's strategies. Both Wharton 
(1983) and Green (1985) have taken the position that the 
continued growth in enrollments from the large pool of 
older adults will provide a significant offset to the decline 
in the high school graduates. They also agree that increased 
adult participation cannot be a universal solution because of 
the variety of situations faced by the institutions. The 
supply of adult students (25 years and older) represents 
45% of the nation's graduate and undergraduate enrollment 
(Bauer et al., 1988). However, the supply of perspective 
adult students is not unlimited, particularly in smaller 
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cities (Green, 1985). Even with an ample supply of adult 
students, other factors must be considered. The participa­
tion rate of adult students (proportion who enroll in higher 
education) is more sensitive to a number of factors than is 
the rate of traditional students: government policies, so­
cial constraints, and economic trends (Zemsky & Oedel, 1983). 
In addition, the vast majority of students over age 25 
enroll part-time, usually in evening courses at a convenient 
location near the student's home (Breneman, 1983). In the 
Fall of 1986, 5.3 million of the 12.3 million college students 
enrolled part-time (Melia & Goodman, 1989). Green (1985) 
suggests that part-time students do not make up for those 
lost when full-time population declines. This further 
suggests a change in the traditional manner of counting 
enrollments. Enrollment figures most frequently are head-
counts of the number enrolled irrespective of whether they 
are full-time traditional students or adults taking a single 
course (O'Keefe, 1989). O'Keefe suggests institutions deal 
with enrollment figures by utilizing full-time equivalents 
(FTE) as the measuring device. 
Euhling (1983) believes that the strategies cited by 
Breneman would be only partially effective and estimates they 
could compensate for approximately 40% of the predicted 
decline. There is very little that can be done by higher 
education to directly increase high school graduation rates 
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and the number of non-traditional students attracted to 
college in the past has been directly related to the 
availability of federal aid. Further, students gained 
from such efforts would be more likely to attend community 
colleges than to become residential students in larger, 
non-urban institutions (Euhling, 1983). This trend has 
already become apparent. In Iowa, from 1984 to 1988, the 
enrollment at community colleges has increased 13% from 
40,953 to 46,336 (Fowler, 1989). Nation-wide, 86% of all 
students attending higher education institutions do so 
within their own state of residence (Melia & Goodman, 1989). 
Hodgkinson (1985) reports that, by the year 2000, 
America will be a nation in which one in every three citizens 
will be non-white and the minorities will cover a broader 
socioeconomic range than ever before. However, few insti­
tutions have capitalized on this trend. From 1980 to 1988, 
only one in four higher-education institutions had improved 
enrollments of Blacks, Hispanics, or Asians (Greene, 1988). 
In addition, the minority cohort has a much lower high school 
completion rate than the majority cohort and, without 
concerted action to improve those rates, high school gradu­
ation rates could fall rather than rise through the 1990s 
(Breneman, 1983). 
For private, independent institutions in the upper mid­
west, the outlook is particularly bleak in relation to 
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utilizing the growing minority as a source of new enroll­
ments. As of 1984, only one state in the region, Illinois, 
had a significant minority enrollment (25.0 to 34.9%) in its 
public secondary schools (Hodgkinson, 1985). This, and the 
propensity for the new non-traditional students to enroll, at 
least initially, in community colleges will have a telling 
effect on private colleges which have already reached what 
the Carnegie Council on Higher Education has called a "peril 
point" in national enrollments (Bonham, 1983). 
At least one result of the declining availability of 
traditional students will be positive. Institutions will be 
compelled to become more introspective and analytical, to 
undertake long range planning, something they did not have to 
do in the good times (Kotler & Murphy, 1981). The key to 
survival, particularly for schools who wish to retain academ­
ic excellence, lies in meaningful planning, both long and 
short range, and in congruence among mission statements, 
objectives, goals, strategies, and policies (Elgart & 
Schanfield, 1984). The challenge for administrators will be 
to understand the changes taking place and to develop strat­
egies which will enhance their internal strengths and 
neutralize any weaknesses (O'Keefe, 1985). It is certain 
that education administrators cannot afford to write-off or 
disregard the forecast changes in student demographics - the 
overall decline will come (Melia & Goodman, 1989). 
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Costs and Finances The impact of the reduced enroll­
ment projections is compounded by the effect such reductions 
have on sources of finances for and costs to higher education. 
For public institutions, whose basic source of income is 
still predominantly based on annual headcounts, pressures can 
be expected to be exerted on governing bodies to reduce spend­
ing on higher education commensurate with the enrollment 
declines (Bonham, 1981; Breneman & Nelson, 1981). For 
private, tuition-dependent institutions the reduced enroll­
ments may necessitate tuition increases which would further 
exacerbate their competitiveness by widening the disparity 
between themselves and the public sector (Atwell & Hauptman, 
1986). These institutions will be most at risk, not only 
because they run a larger share of their budget from tuition 
revenues, but because caps on student financial aid will make 
the choice of a private college an impossible one for many 
middle class parents (Hodgkinson, 1985) . While the "elite" 
institutions will not want for candidates for admission, 
lower public school tuition rates will have a strong adverse 
effect on enrollment at the less selective private schools 
(Tuckman & Arckdy, 1985). 
College administrators argue that it is misleading to 
look at a school's price tag but it is a fact of economic life 
that a college education is fast being priced beyond the 
range of the average family (Grossman, 1989). Four years 
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at a prestigious institution of higher education can current­
ly be as much as $80,000 (Bauer et al., 1988). It costs 
$50,000 for four years at a typical private college and 
$30,000 for four years at a typical public university 
(Wegner, 1989). Tuition at the typical American colleges has 
risen at an average rate of 9.8% annually since 1980, more 
than double the rate of inflation, and the trend is expected 
to continue (Kiplinger, 1989; Wegner, 1989). Tables 3 and 4 
reflect tuition and fees increases and average costs since 
1980. Table 5 reflects projected college costs at various 
rates of inflation through the year 2005. 
Table 3. Tuition and fee increases at 4-year institutions^ 
Academic Year Public Private 
1980 — 81 4% 10% 
1981 - 82 16% 13% 
1982 - 83 20% 13% 
1983 - 84 12% 11% 
1984 - 85 8% 9% 
1985 - 86 9% 8% 
1986 - 87 6% 8% 
1987 - 88 6% 8% 
1988 - 89 5% 9% 
1989 - 90 (Estimated) 5% 10% 
^Evangelauf (1988b). 
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Table 4. Average cost of a year at a college or university^ 
Academic Year Public Private 
1980 - 81 $3,603 $ 6,665 
1981 - 82 $4,000 $ 7,487 
1982 - 83 $4,371 $ 8,329 
1983 - 84 $4,666 $ 9,011 
1984 - 85 $4,971 $ 9,739 
1985 - 86 $5,294 $10,476 
1986 - 87 $5,579 $11,113 
1987 - 88 $5,870 $11,790 
1988 - 89 $6,175 $12,511 
Note; Figures are for both four-year and two-year programs, 
and Include tuition, room and board, and fees. 
^American Council on Education (Thompson, 1988). 
Table 5. Projected college costs through the year 2005 at 
various rates of inflation® 
Academic Public Private 
Year 6% 8% 10% 6% 8% 10% 
1988-89 $5,823 $5,823 $5,823 $12,924 $12,924 $12,924 
1989-90 6,172 6,289 6,405 13,699 13,958 14,216 
1990-91 6,543 6,792 7,046 14,521 15,075 15,638 
1991-92 6,935 7,335 7,750 15,393 16,281 17,202 
1992-93 7,351 7,922 8,525 16,316 17,583 18,922 
1993-94 7,792 8,556 9,378 17,295 18,990 20,814 
1994-95 8,260 9,240 10,316 18,333 20,509 22,896 
1995-96 8,756 9,980 11,347 19,433 22,149 25,185 
1996-97 9,281 10,778 12,482 20,599 23,921 27,704 
1997-98 9,838 11,640 13,730 21,835 25,835 30,474 
1998-99 10,428 12,571 15,103 23,145 27,902 33,522 
1999-00 11,054 13,577 16,614 24,534 30,134 36,874 
2004-05 14,792 19,949 26,757 32,832 44,277 59,385 
S. Senate Labor Committee (Wegner, 1989). 
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Two reasons have been advanced for the hefty tuition 
increases of the 1980s: (1) Increases were needed to offset 
the stable tuitions of the 1970s which did not keep up during 
high periods of inflation and (2) costs were shifted from the 
federal government to states and students as a result of the 
philosophy of the Reagan administration (Wegner, 1989) . 
Euhling (1983) also sees the increases in tuition and fees 
as compensation for losses in federal and state funds. 
Reduced federal aid has forced institutions to use 
tuition to pay for equipment, such as computers, for quality 
improvements, and for maintaining a commitment to equal 
educational opportunities (Atwell & Haup.tman, 1986; Lantor, 
1988). Administrators are increasingly putting money into 
institution student aid to support vigorous recruiting of 
minority and low-income students, which cannot be accomplished 
without guaranteeing to meet their financial needs 
(Evangelauf, 1988a). 
losue (1989) argues that government aid, or lack of it, 
is not a problem. He notes that in 1961 the federal govern­
ment spent $400 million for all student aid, excluding the GI 
Bill, and in 1988 the federal government spent $10 billion on 
aid and another $10 billion on subsidized loans. losue argues 
that poor management is at fault; that each institution raises 
all the money it can and spends all it raises, with the end 
result being ever-increasing expenditures. 
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There is no dispute with the amount of government aid. 
It has increased. However, the College Board reports that 
the division between loans and grants has changed since the 
mid-1970s when grants accounted for 80% of all aid (Wegner, 
1989). In academic year 1980-81 grants declined to 56% and by 
academic year 1987-88 to 47%. The shift in federal financial 
aid from outright grants to loans that must be repaid with 
interest is causing serious difficulties for students, many 
of them members of minority groups (Morrell, 1988). More than 
one-half of all college students will have to borrow money, 
and their debt will average $10,000 by the time they graduate. 
Another consequence of the higher costs for students and 
narrower revenue margins for institutions is the extended time 
period required to complete degree criteria. Because of high 
costs, students are periodically interrupting their college 
attendance to return to the job market to earn funds to enable 
them to continue their educations. As a consequence, five or 
six years are needed to attain a baccalaureate degree (Fowler, 
1988). Delays are also being experienced because of limited 
institution budgets which preclude offering the numbers of 
sections necessary to meet total student requirements in any 
given semester and students are required to return in another 
semester to fulfill their requirements. In Iowa, the trend 
developed in the 1970s. The Iowa Board of Regents reported 
that the number of students graduating from state universities 
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in four years dropped from 75% in 1970 to 49% in 1980 
(Fowler, 1988). 
The situation is particularly critical for the private 
sector independent schools. Many traditional college students, 
who previously did not consider public institutions, are, 
under the pressure of limited financial resources and rising 
tuition rates, electing to attend lower-priced public and 
vocational schools (Elgart & Schanfield, 1984; Mossier & 
Kemmerer, 1986; Jaschik, 1988). Even students who have 
attended public four-year institutions are switching to the 
community college systems in an effort to reduce tuition 
liability (Atwell & Hauptman, 1986). 
Private, tuition-dependent institutions must find alter­
natives to ever-increasing tuition levels in order to acquire 
the financial resources needed to survive. With diminished 
prospects for increases in federal spending on higher educa­
tion, there will be increased competition for state funds 
and the private sector will have to organize itself to compete 
for those funds (Jonsen, 1984). It is not unreasonable to 
assume that priority for state funds will be given to the 
public institutions. Given that, valid considerations for 
tuition-dependent institutions would be the development of 
strategies which would generate increased numbers in their 
total enrollments. 
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Community Colleges The community colleges are 
included as an environmental factor because, given their 
extensive experience with open admissions, they pose a 
significant threat to four-year institutions contemplating 
entry into the open-admission arena. 
Traditionally, the community colleges have borne the 
brunt of the influx of students attracted by the concept 
of open access. In 1988, five million of the nation's 
12.5 million college students were enrolled in two-year 
institutions (Bauer et al., 1988). This is not surprising 
inasmuch as accessibility and comprehensiveness are two 
important concepts of the community college mission (Vaughan, 
1984b). Indeed, in many states, free-access higher education 
is almost synonymous with the comprehensive community 
college (Willingham, 1970). Karabel (1972a) believes that 
the nation-wide proliferation of community colleges which 
brought us close to achieving universal access to some form 
of postsecondary education obviated the need to make open 
admissions an issue for the other sectors of higher education. 
The community colleges have increased their popularity 
because, in addition to being readily accessible, they have 
provided quality programs which have successfully met the 
needs of their students (Gleazer, 1977). In contrast, the 
goals of many four-year institutions seem more oriented to 
satisfying the scholarly interests of the faculty rather 
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than the student needs (Cross, 1974). This is particularly 
true in research universities where faculty members are too 
busy and too committed to their scholarly pursuits to spare 
the time to even consider how to make their teaching more 
effective (Bok, 1986; Cross, 1985). 
Several authors (Farley, 1980; Gleazer, 1977; Woodbury, 
1977) argue that, given their past successes, there is no 
reason to change the mission of the community colleges. The 
community colleges will remain accessible, academically and 
geographically, and will retain their comprehensiveness and 
be a formidable competitor to the four-year institutions. 
Gleazer (1977) anticipates that for the future the majority 
of persons entering college will begin in the community 
college systems because those institutions will continue to 
meet universal needs and because it makes good economic 
sense. There is no reason to doubt that assessment and, 
if true, the community colleges will continue to pose a 
current and future threat to the four-year institutions, 
both public and private. 
Proponents and Critics of Open Admissions 
There are many factors which should be considered by 
institutions prior to implementing or rejecting an open-
admission philosophy. It is incumbent upon the leadership 
in higher education to be aware of those factors so that 
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the process can be rational and that those who set policy 
understand the implications of what they do (Klitgaard, 
1986). This section will deal with those factors in terms 
of the arguments of the advocates and opponents of open 
admissions. 
Proponents The advocates of open admissions have 
challenged the assumption that a college education benefits 
most those students who, through test scores and grades, 
have already demonstrated considerable academic talent 
(Rossman et al., 1975). While open admissions is not likely 
to provide full equality, since it excludes those who have 
never completed high school, it does remove the barrier to 
access to higher education imposed by prior poor performance 
in high school (Ferrin, 1970). 
Open admissions can serve institutional purposes as 
well as the needs of the students. First, such a policy 
offers the potential resource gain inherent in the expanded 
market base. Students admitted under such a policy represent 
a financial plus in terms of tuition payments and in terms of 
programs whose funding is contingent upon the numbers game. 
Open enrollment would remove the thorn of contention that 
exists between the admissions office and the athletic 
department; an area where the greatest compromise takes 
place and where an admission policy may be distorted or cor­
rupted (Thresher, 1966). An open policy would permit other 
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admissions to be made to serve institutional purposes 
which a more restrictive policy might preclude, such as: 
(1) an area with too few students and ample staff in a 
specialty area; (2) to permit an institution to maintain 
tradition; or (3) something as unthought of as a need for 
certain instrumentalists for bands and orchestras (Carnegie 
Council, 1977). 
Vaughan (1984a) believes the case for open access is a 
relatively simple one: American democracy is founded on the 
belief that all people have the right, and deserve the 
opportunity, to achieve to the limits of their ability. 
Selectivity is seen as being undemocratic and, therefore, 
unacceptable to sort students at all by their intellectual 
abilities or academic achievements (Hargadon, 1981). 
Open admissions gives all high school graduates the 
opportunity to enroll in an institution and to demonstrate 
in actual classroom settings that they have the ability and 
perserverance to complete a degree program (Millett, 1984). 
Astin (1971) supports this argument and believes the educa­
tional system cannot hope to enhance the performance of 
individuals at any point on the ability spectrum if it 
excludes them from the system altogether. 
The concept of open enrollments is a mechanism for 
social change, promotes social equality, and helps to 
discharge the societal responsibilities of the university 
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(Decker et al., 1976; Sourian, 1973). It is seen as a 
powerful egalitarian force, needed for equalizing educa­
tional opportunity, aiding minority groups, and as a poverty 
interrupter (Astin, 1971; Karabel, 1972b). The accom­
plishment of societal goals has led to the charge that for 
some the concept is a political issue and not an academic 
issue (Decker et al., 1976). However, Libo and Stewart 
(1973) state that open admissions is not politics, and it is 
not race: it is education. They think it is a pessimistic 
notion that education suffers by being spread as wide as 
possible and that notion will one day seem as odd as the 
notion that health is impaired if everyone has it. 
There is the argument that the philosophy underlying 
open admissions emphasizes not picking winners but maxi­
mizing the education growth of the student, whatever the 
level at entrance (Rossman et al., 1975). In terms of what 
college does for an individual, what matters most is how 
long a student attends and whether the student graduates 
(Levin, Alba & Silberstein, 1981). The critical variable 
is the value added to the individual by the college attend­
ance. This analysis gives some reason to believe that the 
socioeconomic benefits of open admissions programs would be 
substantial for those who were able to attend college as a 
result (Lavin et al., 1981). Selection criteria discounts 
this value-added function of education (Klitgaard, 1985). 
54 
Open admissions has had a positive effect on the 
product of higher education. The concept has deflected 
attention from the quality of those we admit to the quality 
of those we turn out (Birenbaum, 1971). Birenbaum sees two 
results of this change in focus: (1) the maintenance of 
present standards for all students, regardless of admission 
category and (2) the salvaging of untold numbers of students 
previously denied a chance at a college education. 
Critics Open admissions challenges some bedrock 
assumptions about the nature and purpose of higher education 
and has, in consequence, aroused considerable opposition and 
hostility (Rossman et al., 1975). The formost arguments of 
the critics are that the implementation of the concept of 
open admissions would (1) lower the academic standards; 
(2) utilize resources for students with low probability of 
retention/graduation at the expense of more qualified appli­
cants; and (3) be detrimental to the reputation of the 
university as a provider of quality education (Polishook, 
1976) . 
While open admissions resolves the problem of the 
academic barrier, it does not resolve the barriers to 
equal opportunity which are associated with finance (more 
than tuition), motivation (more subtle but no less real), 
and geography (physical and psychological). These 
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together make equal opportunity a still-distant dream 
(Ferrin, 1970; Rossman et al., 1975). 
Students, faculty, and administrators agree almost 
unanimously that the same performance standards for 
graduation should be applied to all students. In spite of 
this, critics argue the matter of open admissions on academic 
grounds and fear for the maintenance of standards and 
institutional integrity (Decker et al., 1976). There is the 
illusion that an open door to higher education is only a 
revolving door, admitting everyone but leading to a high 
proportion of failure after one semester or to "bargain 
basement" degrees (Lavin et al., 1981; Rossman et al., 1975). 
Rempson (1973) believes there is a decline in respect 
accorded a diploma from a university with an open admissions 
policy. Proponents counter this argument by saying that 
colleges are free to set any performance standard they wish, 
independent of the abilities of the students admitted (Astin, 
1971). Also, professors are still responsible for setting 
their own academic standards within the classroom (Harrison 
& Rayburn, 1979). There is no evidence that relaxation of 
"entrance requirements" has been accompanied in any fashion 
by a relaxation of the "exit requirements" (Marshak & 
Wurtemburg, 1981). 
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Open admissions places a burden on higher education 
(Rosser, 1982). There is an inherent cost involved in the 
support of the open admission concept. While it varies from 
school to school, open admissions means a drastic across-the-
board reduction in admission standards (Gross, 1978). The 
result is ill-prepared or nil-prepared students who necessi­
tate costly support systems such as remedial laboratories, 
equipment, reduced class size, and counselling services 
(Elgart & Schanfield, 1984). Institutions practicing such 
admission policies find it essential to assist students in 
overcoming their deficiencies by providing the support ser­
vices and the degree courses that permit slow learners to 
match their learning ability with learning expectations 
(Millett, 1984). It is viewed as outrageous in some quarters 
that any college should be teaching 18-year-old students to 
read, write, and work with simple problems (Gross, 1975). 
Insofar as public schools are concerned, the public is 
challenging the rationale for spending public funds on high 
school level remedial courses (Vaughan, 1984a). There is no 
doubt that success is contingent upon the support provided. 
And, if we are to move beyond access for all toward education 
for each, we are going to have to redesign education so that 
individuals are offered maximum opportunities for growth and 
learning (Cross, 1979). Cross (1977) believes it would be 
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a cruel way to dash completely the hopes and dreams of 
previously denied students by putting them into traditional 
academic programs without providing the means to accommodate 
them. 
Some would argue that there is no need for easing 
entrance requirements. Over 90% of those who apply get into 
school irrespective of their test scores, with the majority 
going to schools that were either their first or second 
choice (Tumin, 1981) . 
Opposition to open admissions is also voiced by 
organizations external to academia who profit from the 
selectivity process (i.e., test review services and coaching 
services). Significant profits can be obtained by these 
organizations in promoting their services to assist pro­
spective students in preparing for screening examinations 
and interviews (Voss, 1986). Open admissions criteria would 
destroy their market place and they lobby strongly against 
such policies. 
The role of the Federal Government in relation to open 
admissions presents an interesting paradox. Its assistance 
programs, with their concomitant requirements for admitting 
certain categories of students who might otherwise not be 
selected, tends to support an open-admission philosophy, while 
at the same time the reduction in budgeted federal funds 
militates against such a stance. 
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In summary, the proponents of open admissions cite 
the concept as a vehicle which readily meets the needs of 
the individuals and the institutions. For the individuals 
it provides the access necessary to demonstrate capabilities 
to learn. For the institutions it provides an opportunity 
to meet goals in terms of enrollments, facility utilization, 
programs, and service to community. 
Opponents of the policy see open admissions as being 
antithetical to the concept of higher education in that its 
implementation would result in an inferior educational 
product, at a prohibitive cost in terms of resource 
utilization and academic reputation. 
Evaluation of Open Admission Programs 
Some studies of open admissions can be found, but 
limited feedback exists upon which to measure either the 
success or failure of open admissions. In the private 
sector, a controlled evaluative study was conducted at the 
University of Detroit. In the public sector, the most 
comprehensive experience with a system of open admissions 
was the policy of the City University of New York from 
1970 to 1975, inclusive. The results of these studies are 
presented in the following sections. 
59 
University of Detroit Study 
Harrison and Rayburn (1979) presented the findings of 
a controlled evaluative study conducted at the University 
of Detroit by Wendell G. Rayburn. The study included a 
measurement of academic achievement levels of disadvantaged 
students enrolled in an open-admission type program and 
compared them with those of regular-admission students. 
The instruments used in the study to measure academic 
achievement were the California Achievement Tests (CAT), 
Advanced; a comprehensive battery of tests yielding separate 
scores in reading, mathematics, and language with subtests 
in each of those areas. 
The objective of the program was to identify inner-city 
and parochial high school graduates who for financial and 
achievement reasons would not otherwise be able to attend the 
university, to randomly select an experimental sample from 
that group, and to compare their performance with the control 
sample randomly drawn from students entering the university 
under regular-admission criteria. The experiment commenced 
with a six-week summer session where students enrolled in 
regular college classes and special study seminars. All 
students enrolled as regular full-time freshmen in the fall 
term. Instruments were administered by trained personnel 
under controlled conditions. 
60 
The hypotheses predicting no significant differences 
in the achievement levels of freshman, sophomore, junior, and 
senior project students were rejected. However, it was noted 
that the performance gap between the two groups (open-
admission students and regular-admission students) narrowed 
significantly from freshman year results to senior year 
results. Harrison and Rayburn deem this to be of considerable 
consequence because it demonstrated that some open-admission 
students do overcome initial academic deficiencies and 
successfully negotiate four years of college when appropriate 
support mechanism are in place and utilized. 
City University of New York (CUNY) System Study 
In November 1969 the New York City Board of Education 
directed that all graduates of New York City high schools be 
admitted to one of the 15 colleges in the system (8 4-year 
senior colleges and 7 2-year community colleges) by September 
1, 1970 (Lavin et al., 1981). The number of colleges in­
creased by one in each category in 1971 for a total of 17 col­
leges. Initially the plan called for implementation by 1975 
and provided a place for each high school graduate according 
to a stratified scheme. The plan was accelerated because of 
campus unrest at Columbia University in 1969 which brought 
political pressure for earlier implementation (Mayer, 1973). 
The perceived motivation for the policy was that there 
was a desire to admit more Blacks and Puerto Ricans who, in 
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1969, made up one-half of the New York City public high 
school population but only one-tenth of the enrollment in the 
four-year college system (Mayer, 1973). However, an increase 
in all racial and ethnic groups tended to defuse this 
argument (Lavin et al., 1981). 
In September 1970, the enrolling freshman class in the 
City University of New York system was approximately 35,000 
students, compared to approximately 19,000 the preceding year 
(Polishook, 1976). Since, prior to 1970, virtually every New 
York City high school graduate who was reasonably ready for 
an ordinary college program was already going to college, the 
increase represented a significant pool of poorly qualified 
enrollees. This placed a burden on the system which was held 
responsible for the admission, retention, and graduation of 
the students while devising new ways to help students achieve 
well-defined standards of excellence (Rosser, 1982). 
The initially planned stratified system was modified to 
a two-level system. The open admissions policy adopted by 
the Board of Higher Education did not guarantee a place at 
a senior college of the City University to every graduate of 
a New York City high school (Marshak & Wurtemburg, 1981). 
Those students with an 80 average or a top 50% standing in 
high school were, if they desired, assigned to the 4-year 
senior colleges. All other students were assigned to the 
community colleges (Rempson, 1973). This assignment did not 
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forever bar them from the senior colleges, providing they 
successfully completed the two-year program (Lavin et al., 
1981).' To preclude high proportions of student failure, 
large programs of remediation, supportive counseling, and 
related services were developed. In addition, to prevent the 
perception of a revolving door policy, no academic dismissals 
were to be permitted during the freshman year (Balkin, 1977). 
While the long-range results of the policy must await 
further evaluation, there are some conclusions that can be 
made based on the short-term results. Lavin et al (1981) 
report the following: (a) minority enrollment increased 
significantly but more Whites took advantage of the programs 
than did minorities; (b) open admissions brought substantial 
benefits to all major ethnic groups; and (c) admission status 
(open admissions versus regular admissions) per se was 
relatively unimportant as a predictor of first year outcomes. 
However, after four years of instruction, only 13% of the 
open-admissions students entering in September 1970 were 
graduated (Alba & Lavin, 1982). The graduation rate for 
regular-admission students for the same period was 32% (Lavin 
et al., 1981; Women's City Club, 1975). As a group, the 
class entering in September 1970 achieved a 23% graduation 
rate within four years. There is no evidence that academic 
standards suffered because of the policy. What is true is 
that attrition rates before graduation increased substan­
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tially, especially in the freshman and sophomore years, not a 
surprising result if graduation standards were to be main­
tained (Marshak & Wurtemburg, 1981). More meaningful results 
may be difficult to obtain because the program lost impetus 
after 1975 when budget considerations severely reduced the 
resources available to support the system. New York City, 
on the verge of bankruptcy, cut the university budget for the 
1975-76 academic year by over 20%; from $650 million to $510 
million which brought about major changes in the open-
admission policy (Alba & Lavin, 1982). In short order, the 
tradition of free tuition was abolished, admission to senior 
colleges made more difficult, and more stringent criteria 
for student retention was established. An immediate result 
was that between the Fall of 1975 and the Fall of 1976 the 
size of the entering freshman class into the City University 
of New York system dropped from 40 thousand to 29 thousand. 
On the positive side, for a yearly expenditure of approxi­
mately $30 million on remedial programs, the system was able 
to retain or graduate more than 30% of the open-admission 
students who came to college with severe disabilities in 
reading and mathematics (Polishook, 1976). 
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Conclusion 
The review of the literature indicates that the 
declining traditional-student pool and rising costs have 
placed higher education, in general, and private higher 
education in particular, at jeopardy. For those private, 
independent institutions who are heavily tuition-dependent, 
survival into the 21st century will be dependent upon how 
well they develop effective strategies to compensate for 
these demographic and financial deficiencies. 
An early response to the problem on the part of many 
college and university administrators has been to ignore the 
problem or to trivialize the extent of the problem (Hoffman, 
1980). Hodgkinson (1985) has reported that there will be 
major increases in both adult and continuing education and 
many administrators are relying on that factor to compensate 
for the diminishing applicant pool. However, this source of 
students is predicted to make up less than one-half of the 
shortfall to be experienced (Euhling, 1983). 
Enrollment managers must develop strategies that will 
provide the opportunity for colleges with quality programs 
and facilities to maintain stable program and enrollment 
levels through the 1990s (Hoffman, 1980). The literature 
identifies three strategies, which individually and/or 
jointly, hold significant promise for success in enrollment 
management: marketing, retention, and open admissions. 
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The first two of these, marketing and retention, will 
require a change of attitude or emphasis on the part of 
administrators in higher education. Marketing is no longer 
antithetical to the image and reputation of higher education 
and provides an opportunity for expanding the pool of 
applicants for a particular institution (Mudie, 1978). 
Insofar as retention is concerned, institutions will have to 
consider placing as much in this area as they do in their 
recruitment and admissions efforts (Noel et al., 1985). 
Neither of these strategies will, of course, increase the 
overall pool of traditional-aged college students. The third 
strategy and the focus of this paper, open admissions, will 
expand the applicant pool, principally by removing the 
academic barriers that precluded the enrollment of high school 
graduates otherwise able to attend institutes of higher 
education. 
There may be some ethical and practical considerations 
with open admissions that have not been answered and which 
will require additional research for assessment. Where 
utilized, open enrollment has opened the gates of opportunity 
(Rosser, 1982). However, the opening became an end in itself 
and those institutions never stopped to consider what 
educational experience lay beyond the fact of admission. 
What must be guarded against is the dilution of the education 
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experience and warning flags must be raised when there is 
evidence of either unethical practices or of institutional 
standards that are permitted to decline measurably in order 
to fill annual quotas (Green, 1985). 
Open admissions lies between two given circumstances: 
(1) colleges are obliged to admit students qualified by high 
school graduation and (2) colleges must not graduate them 
unless they are fully qualified (Women's City Club, 1975). 
Both of these requirements must be met and, in meeting them, 
a burden is placed on higher education to devise new ways to 
help students achieve well-defined standards of excellence 
(Rosser, 1982) . 
If institutions can provide equality of opportunity 
and maintain the quality of their programs, open admissions 
can be a valid strategic option in strengthening their 
chances for long-term survival. 
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CHAPTER III. METHODOLOGY 
Introduction 
Student outcomes in a comprehensive, independent 
mid-western university were studied to determine if there 
is a relationship between admissions status and college 
grade point averages, retention rates, and graduation 
rates. In addition, graduation rates were examined to 
determine if there is a relationship between graduation 
rates and the college in which a student is enrolled for 
the major area of study. Finally, student outcomes were 
assessed to determine if differences exist in the predictive 
validity of standardized test scores and high school 
percentile ranks for the two admission categories. 
This chapter reviews the study's methodology, 
including the following; subjects (population and sample), 
programs of study, procedures, materials/instruments, and 
data analysis/design. 
68 
Subjects 
The accessible population for this study is comprised 
of direct-from-high-school college freshmen admitted to 
Drake University. Generally speaking, the student body 
of Drake is made up of students from over 30 foreign 
countries and most of the 50 states. Currently, 33 foreign 
countries and 47 states are represented. Approximately 
one-third of the students are from Iowa and another one-third 
from Illinois. Eighty-three percent of the current student 
body comes from Iowa and the six adjoining states; Illinois, 
Missouri, Nebraska, South Dakota, Minnesota, and Wisconsin. 
The majority of the. students are from middle class and upper 
middle class social/economic backgrounds. Approximately 80% 
of the student body attended public secondary schools and 20% 
private secondary schools. Minority students comprise 
approximately 5% of the total students. Need-based financial 
aid has been granted to about one-half of the students. 
Drake University is a comprehensive, independent 
university located on a campus in an urban setting in 
Des Moines, Iowa. A comprehensive curriculum has been 
developed based on the educational premise that men and 
women should be schooled in the traditions of intellectual 
inquiry and taught the professional and technical skills 
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which will help them assume a responsible and rewarding role 
in society (Drake University General Catalog, 1987-1989). 
Approximately 6,500 students are enrolled in the six colleges 
and schools of the University. The Colleges of Arts and 
Sciences, Business and Public Administration, and Pharmacy 
and Health Sciences; the Schools of Journalism and Mass 
Communications, and Law; and the Graduate School of Education. 
A variety of pre-professional programs and post-graduate 
study opportunities are offered. The University is approved 
by the North Central Association of Colleges and Secondary 
Schools and the various colleges are also accredited by 
their professional accrediting agencies. 
The sample represents one class drawn from the popula­
tion and the data on the sample were obtained from enrollment 
management and registrar data bases with the approval of the 
University. Letter of approval is attached as Appendix A. 
The sample consists of 653 students who entered Drake 
University directly from high school in the Fall of 1984. 
Of this total, 585 (89.58%) of the students are regular-
admission students and 68 (10.42%) are open-admission 
students. Three hundred fifty-three (54.1%) are females 
and three hundred (45.9%) are males. Tables 6, 7, and 8 
provide additional information on the sample subjects. 
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Table 6. Admission category and gender of subjects 
Admission Category Male Female Total 
n % n % n % 
Regular Admission 268 45.8 317 54.2 585 100 
Open Admission 32 47.1 36 52.9 68 100 
TOTALS 300 45.9 353 54.1 653 100 
Table 7. ACT information 
Missing 
Admission Category High Low Range Average Values 
Regular Admission 34 9 25 23.629 14 
Open Admission 23 10 13 16.540 1 
Table 8. College of major area of study 
Regular Open 
College/School Admit (%) Admit (%) Total Percent 
Liberal Arts 250 (42.7) 40 (58.8) 290 44.4 
Business 166 (28.4) 10 (14.7) 176 27.0 
Pharmacy & Health 
Sciences 40 (6.8) 0 (0.00) 40 6.1 
Journalism & Mass 
Communications 74 (12.7) 11 (16.2) 85 13.0 
Fine Arts 55 (9.4) 7 (10.3) 62 9.5 
TOTALS 585 (100.0) 68 (100.0) 653 100.0 
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Programs of Study 
Students admitted in the regular-admission category 
may pursue the curriculum appropriate to their field of 
study without restriction. They must, of course, meet the 
requirements of class level (e.g., be a junior for junior 
level courses, etc.) and prerequisite courses. All students 
admitted under the open-admission category are required to 
enroll in a Conditional Admission Curriculum, to meet a 
specific cumulative grade point average, and to complete 
a cumulative credit hour total by the end of their first 
academic year. The Conditional Admission Curriculum, as 
approved by the Drake University Senate Admissions 
Subcommittee on 5 April 1984, is as follows: 
1. A student must enroll in and complete the following 
courses: 
ASLS-3, Arts and Sciences Learning Skills 
(Enrichment of Study) (Fall) (2 hours) 
ASLS-2, Arts and Sciences Learning Skills 
(Techniques of College Reading) (Spring) 
(1 hour) 
ENGL-1, English Composition (Fall or Spring) 
(3 hours) 
2. A student must complete 12 credit hours from 
those courses identified as satisfying the 
distribution requirement of the College of 
Arts and Sciences in the areas of humanities, 
social science, or natural science. 
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3. At the end of the first academic year, a student 
must have completed a minimum of 21 credit hours. 
(Beyond the specified courses, a student may 
enroll in any course appropriate to field of 
interest as long as class level and prerequisite 
courses are satisfied.) 
Each student's progress in the Reading and Study 
Skills Clinic (ASLS-3 and ASLS-2) is monitored through 
Progress Conferences with the clinic teachers. Six 
conferences per semester are required with additional 
conferences scheduled as required. Conferences not only 
review progress in study skills but also include assistance 
in developing time management skills. Progress is checked 
further through the administration of the Nelson-Denny 
Reading Test which is administered four times during the 
probationary period. This procedure of testing and 
conferences is mandatory for open-admission category students 
but regular-admission category students are not precluded 
from participating. They may enroll voluntarily, on a space 
available basis, in the Reading and Study Skills Clinic 
programs, subject to the same requirements for progress 
monitoring imposed on the open-admission students. In 
addition to the study clinic requirements for open-admission 
students, students in both categories are assigned academic 
73 
advisors who are personally responsible for individual 
guidance and counseling and whose responsibility it is to 
see that every possible opportunity is provided to ensure 
student success at Drake University. 
Instrumentation 
No formal data collection instrument was developed to 
be administered to each of the subjects in the study. 
However, prior to applying for admission to Drake University, 
each of the subjects had been tested by taking a formal 
admissions test administered by either the College Entrance 
Examination Board (CEEB) or the American College Testing 
Program (ACT). The Scholastic Aptitude Test (SAT) is 
administered by the CEEB and provides verbal, mathematics, 
and English standard scores which range from 200 to 800 with 
a mean of 500. The ACT Program administers Academic Tests 
in four areas (English, social studies, mathematics, and 
natural sciences) which provide standard scores which range 
from 1 to 36 with a median of approximately 20 for college-
bound high school seniors (Gronlund, 1985). For Drake's 
purposes the SAT is converted to an ACT equivalent score. 
A format to be used in obtaining other data from 
appropriate Drake University enrollment management, student 
record, and administrative record files was developed after 
identification of data required for the study was determined. 
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The data obtained for each subject consisted of sex, ACT 
(or ACT equivalent) score, admission status (regular or 
open), enrollment status at the beginning of each academic 
year (yes or no), grade point average (CPA) at the end of 
the Spring semester in each academic year, graduation status 
at the end of the fourth academic year (yes or no), the 
college or school of the university with which the subject 
was affiliated, high school class rank and number in class, 
and high school cumulative GPA. Appendix B illustrates the 
format by which the data were collected. Initially, social 
security numbers were requested but, in an effort to maintain 
the maximum confidentiality, that information was suppressed 
from the final data set. All of the requested information 
was available and provided with the exception of high school 
cumulative CPAs which were not retained in the student data 
files at the time the study group entered Drake University. 
In the absence of cumulative high school CPAs, percentile 
ranks for high school were computed. 
Procedures 
Permission to conduct the study at Drake University was 
sought from and granted by Dr. Donald V. Adams, Vice-President 
for Enrollment Management and Student Life. Dr. Adams 
authorized direct liaison with other members of his 
organization and sufficient access to the data bases to 
identify the information available and necessary to the 
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conduct of the study. Dr. Stephen C. Schodde, Director, 
Student Development Services, and the individual directly 
responsible for the special admittance programs, provided 
student files for the open-admission segment of the sample 
and information related to the administration of the program 
for that segment. Recruitment and admittance data were 
obtained from Thomas F. Willoughby, Director of Admissions. 
Based on data obtained from these sources, the nature of the 
study data required was determined and an appropriate format 
developed to extract the study data from University files. 
Prior to arriving at the final development of the format, 
consultation was held with appropriate authorities at 
Drake University and the literature on studies of student 
outcomes in both the public and private sectors of higher 
education was reviewed. 
Collaborating in this effort were Paul D. Kline, 
Associate Director for Administrative Computing, and Harriet 
D. Bailey, Operations Supervisor, Administrative Computing. 
With identification of the data and design of the format 
complete, permission to use specific information for this 
study was granted by Dr. Adams, and the data were requested 
and obtained. Appendix A is a copy of the approval letter. 
A subsequent separate request for class rosters for the 
Reading and Study Skills Clinic (ASLS-3 and ASLS-2) was 
made and granted. 
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Sample Selection 
The subjects studied were selected as a group 
determined by the year of entry into Drake University as 
direct-from-high-school freshmen. The sample consists of 
students admitted as regular-admission students and students 
admitted as open-admission students. The particular group 
selected was selected to provide the most recent information 
available on student outcomes at the chosen institution. 
The Iowa State University Committee on the Use of 
Human Subjects in Research concluded that this study 
adequately protected the rights and welfare of the human 
subjects, that it assured confidentiality, and that its 
potential benefits outweighed its risks. A copy of the 
project approval letter is attached as Appendix C. 
Data Analysis 
The SPSSX Frequencies Procedure was utilized to 
describe the characteristics of the sample and a variety 
of procedures were utilized for analysis. 
Hypotheses Testing 
The t-test statistic and a repeated measures analysis 
of variance were used to test for differences in grade 
point averages as a function of students admittance status. 
The first independent variable was admissions status 
(open-admission status and regular-admission status) and 
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the second independent variable was the year in school 
(freshman, sophomore, junior, and senior). The dependent 
variable was grade point average at the end of the first, 
second, third, and fourth academic years. 
Chi-square tests were used to determine if there were 
significant differences between the retention rates and 
graduation rates of regular-admission students and open-
admission students. In addition, chi-square procedure " 
was used to determine if there are differences in graduation 
rates attributable to the college or school of major area 
of study. 
A Pearson correlation technique was used to determine 
the degree of relationship among percentile rank in high 
school graduating class, ACT scores, and student outcomes 
(graduation rates and cumulative grade point averages) for 
both admissions categories. Expected frequency tables were 
generated to analyze the interrelationship between ACT 
categories and GPA categories and high school percentile 
rank categories and GPA categories. The t-test was utilized 
to test for differences in means of ACT by graduation status 
and high school percentile ranks by graduation status. 
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CHAPTER IV. RESULTS 
Introduction 
The principal purpose of this research was to 
evaluate the four-year academic performance of college 
freshmen entering Drake University directly from high 
school to ascertain the relationship between admissions 
category, standardized test scores, and student outcomes 
as measured by grade point averages, retention rates, and 
graduation rates. Also examined were differences in the 
graduation rates of students in each admissions category 
based on the college affiliation of their major area of 
study. Another purpose of the study was to determine if 
the predictive validity of standardized admissions test 
scores and high school performance levels differed for 
students admitted under regular admissions criteria and 
students admitted under an open admissions procedure. 
Data described in Appendix B were requested and 
obtained from the Drake University Administrative Computing 
Section. Chapter IV provides the results of the statistical 
analyses of the collected data. 
The presentation of results of the analyses is 
organized according to the testing of the hypotheses. 
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Hypotheses Testing 
The purposes of this research were to test the five 
hypotheses stated below. 
Hypothesis One: Regular-admission college students 
will achieve significantly higher grade point averages 
overall and by year in school (freshman, sophomore, junior, 
and senior) than will open-admission college students. 
The means and standard deviations for all regular-
admission students, open-admission students, and the total 
sample are presented in Table 9. Data presented pertain 
only to those students who completed the school year being 
analyzed. In other words, the survivors of the educational 
process. Data were not reported for students attrited 
during any academic year. 
In order to address the hypothesis, individual t-tests 
were computed for each year separately to compare open-
admission students and regular-admission students. The 
results indicated that significant differences existed 
between students in the open-admission category and students 
in the regular-admission category in each of the four years. 
The results of the t-test analyses are included in Table 9. 
Table 9. Means and standard deviations of grade point averages by admission category 
Year^ Statistic Total Regular Open t-value df P 
1985 M 2.820 2.875 2.235 9.24^ 72.21 .000 
S.D. .661 .651 .458 
n 600 548 52 
1986 M 2.870 2.909 2.357 7.12^ 44.56 .000 
S.D. .620 .616 .419 
n 484 450 34 
1987 M 2.897 2.939 2.345 5.10° 400.00 .000 
S.D. .612 .602 .463 
n 402 374 28 
1988 M 2.941 2.982 2.386 5.15° 378.00 .000 
S.D. .588 .576 .461 
n 380 354 26 
^Grade Point Average at the end of Spring Semester of each year indicated. 
^Separate Variance Estimate. 
^Pooled Variance Estimate. 
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Of interest in relation to this hypothesis is the 
admission category by year interaction, i.e., whether or 
not the magnitude of the difference between open-admission 
students and regular-admission students changed as the 
year of school changed. 
In order to address this interaction, a repeated measures 
analysis of variance was carried out with one between subject 
variable (admission category) and one within subject variable 
(year in school). Only students who completed all four years 
were included in this analysis. The means and standard 
deviation for these students are presented in Table 10, and 
the results of the analysis in Table 11. 
Table 10. Means and standard deviations of grade point 
averages^ for regular-admission and open-admission 
students for first four years of instruction 
School Regular Open 
Year Statistic Admit Admit Total 
(n=332) (n=23) (n=355) 
Year 1 Mean 2.981 2.470 2.948 
(Spring 1985) S.D. .616 .381 .617 
Year 2 Mean 2.962 2.410 2.927 
(Spring 1986) S.D. .580 .430 .587 
Year 3 Mean 2.979 2.415 2.943 
(Spring 1987) S.D. .570 .444 .579 
Year 4 Mean 2.975 2.407 2.938 
(Spring 1988) S.D. .576 .456 .585 
Combined Mean 2.975 2.425 2.939 
S.D. .570 .408 .577 
^The 0 to 4.0 grading scale was utilized. 
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Table 11. Analysis of variance of grade point averages 
by admission category and year in school 
Source of 
Variation SS df MS F P 
Admission 
Category 25.96 1 25.96 20.58 .000 
Within Cells 445.28 . 353 1.26 
Year .08 3 .03 1.12 .341 
Category by Year .04 3 .01 .60 .615 
Within Cells 25.41 1059 .02 
As can be seen in Table 11, the failure to find a 
significant interaction indicates that the difference between 
regular-admission students and open-admission students did 
not change as their year in school changed. 
It should be mentioned that this analysis was viewed as 
somewhat limited since the grade point averages for each year 
were computed using previous years' data. Thus, the year-by-
year data are confounded. In other words, grade point 
averages from each year are used in the computation of 
subsequent cumulative grade point averages, thus violating 
an assumption of the procedure. 
Finally, despite the finding that regular-admission 
students achieved significantly higher grade point averages 
than open-admission students, it is of interest to note that 
the open-admission students who persisted achieved at a level 
equal to or exceeding that required for satisfactory progres­
sion toward a degree: 2.00 on a 0.00 to 4.00 scale for each 
year. In fact, the average grade point average for open-
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admission students increased from 2.24 in the Spring of 1985 
to 2.39 in the Spring of 1988. 
Hypothesis Two: Differences exist between the retention 
rates of open-admission students and the retention rates of 
regular-admission students. 
This hypothesis was examined from two points of view; 
(1) the number of students in each admission category in the 
beginning cohort who returned for the second, third, and 
fourth years and (2) the number of students in each admission 
category enrolled in a particular year who returned in the 
Fall of the following year. For example, those enrolled in 
academic year 1986-87 who returned in the Fall of 1987. 
First considered was the portion of those who were 
initially enrolled in the Fall of 1984 who returned in the 
Falls of 1985, 1986, and 1987, respectively (Table 12). The 
analysis supported the hypothesis that there is a difference 
in the retention rates of open-admission students and regular-
admission students for each of the three retention opportun­
ities. For example, 368 (62.9%) of the 585 regular-admission 
students enrolled in 1984 returned in the Fall of 1987 while 
only 27 (37.9%) of the open-admission students were retained 
from 1984 to 1987. 
However, when retention is considered on a year-to-year 
basis rather than over the four-year cycle (Table 13), results 
change from significantly different retention rates between 
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years one and two to not significantly different retention 
rates between years three and four. For example, of the 
394 regular-admission students enrolled in year three 
(academic year 1986-87) 358 (90.6%) returned in the Fall of 
1987 and of the 28 open-admission students enrolled in 
academic year 1986-87, 26 (86.7%) returned in Fall of 1987. 
(The reader may have noted discrepancies between Tables 
12 and 13 in the numbers of students in the Fall of 1986 and 
the Fall of 1987. These occurred because the year-to-year 
analysis is sensitive to the "stop-out" phenomenon which does 
not appear in the continuing analysis of the original cohort. 
For example, the year-to-year analysis indicated that 358 of 
the 394 regular-admission students enrolled in academic year 
1986-87 returned in the Fall of 1987 and the continuing anal­
ysis of the original cohort indicated that 368 of the starting 
585 regular-admission students returned in the Fall of 1987. 
The difference occurred because 10 of the 368 regular-admission 
students enrolled in the Fall of 1987 had "stopped out" for 
the 1986-87 academic year and re-enrolled in the Fall of 1987. 
The open-admission category had one "stop out" in academic 
year 1986-87 accounting for the difference in the final year 
enrollments in the two analyses. Minimal influence on the 
figures in Table 13 occurred due to mid-year re-enrollment of 
three students during academic year 1985-86 - one regular-
admission student and two open-admission students.) 
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Table 12. Annual retention as a portion of the initial 
enrollment of the complete sample 
Retained from Year One to Year Two (Returned Fall 1985)^ 
Category # Returned # Not Returning Total 
Regular Admit 473 (80.9%) 112 (19.1%) 585 (100%) 
Open Admit 38 (55.9%) 30 (44.1%) 68 (100% 
Total 511 (78.3%) 142 (21.7%) 653 (100%) 
Retained for Beginning of Year Three (Returned Fall 1986)b 
Category # Returned # Not Returning Total 
Regular Admit 395 (67.5%) 190 (32.5%) 585 (100%) 
Open Admit 30 (44.1%) 38 (55.9%) 68 (100%) 
Total 425 (65.1%) 228 (34.9%) 653 (100%) 
Retained for Beginning of Year Four (Returned Fall 1987)° 
Category # Returned # Not Returning Total 
Regular Admit 368 (62.9%) 217 (37.1%) 585 (100%) 
Open Admit 27 (39.7%) 41 (60.3%) 68 (100%) 
Total 395 (60.5%) 258 (39.5%) 653 (100%) 
(1) = 22.325, p < . 00000. 
^X^ (1) = 14.683, p ^  . 00013. 
°X^ (1) = 13.720, p ^  . 00021. 
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Table 13. Annual retention based on number of enrollees 
in the preceding academic year 
Retained from Year One to Year Two^ 
(Enrolled AY 84-85 - Returned F85) 
Category # Returned # Not Returning Total 
Regular Admit 473 (80.9%) 112 (19.1%) 585 (100%) 
Open Admit 38 (55.9%) 30 (44.1%) 68 (100%) 
Total 511 (78.3%) 142 (21.7%) 653 (100%) 
Retained from Year Two to Year Three^ 
(Enrolled AY 85-86 - Returned FB6) 
Category # Returned # Not Returning Total 
Regular Admit 394 (83.3%) 79 (16.7%) 473 (100%) 
Open Admit 28 (73.7%) 10 (26.3%) 38 (100%) 
Total 422 (82.6%) 89 (17.4%) 511 (100%) 
Retained from Year Three to Year Four^ 
(Enrolled AY 86-87 - Returned F87) 
Category # Returned # Not Returning Total 
Regular Admit 358 (90.6%) 37 (9.4%) 395 (100%) 
Open Admit 26 (86.7%) 4 (13.3%) 30 (100%) 
Total 384 (90.4%) 41 (9.6%) 425 (100%) 
(1) = 22.325, p < .00000. 
V (1) = 2.260, p ^  .13273. 
(1) = .503, p < .47809. 
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The results of the analyses examining hypothesis two 
reveal a finding of interest. While retention over the 
four year period is greater for regular-admission students 
than for open-admission students, the difference in 
attrition rates between the two groups is significant only 
from year one to year two. This is found despite the fact 
that the greatest amount of attrition took place between 
the first and second year for both groups. 
In order to understand why this occurred, a subsequent 
informal analysis of the first year's academic standing of 
non-persisters was carried out. The results are presented 
in Table 14. 
Table 14. First year academic performance of students who 
failed to persist from Year 1 to Year 2 
Drop During 
Grade Point Averages of Those 
Completing First Year 
Category First Year <2.00 ;>2.00 Range 
Regular 
(n=113,100%) 37 (32.7%) 19 (16.8%) 57 (50.4%) 1.00-3.91 
Open 
(n=31,100%) 16 (51.6%) 10 (32.2%) 5 (16.1%) 1.25-2.88 
While almost one-third (32.7%) of the regular-admission 
students who did not return for the second year attrited 
during the first year (presumably for academic reasons), just 
over one-half of the open-admission students who did not 
persist until the second year attrited during the first year. 
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Of particular note is that one-half (57) of the first year 
regular-admission non-persisters who completed the first 
year were making satisfactory progression toward a degree 
(grade point average over 2.00) while only five (16.1%) of 
the open-admission non-persisters did so. Overall, 83.8% of 
the open-admission non-persisters were academic "casualties" 
while 49.5% of the regular-admission non-persisters were not 
performing to the satisfactory progression level. 
Hypothesis Three: Regular-admission college students 
will achieve higher graduation rates after four years of 
instruction than will open-admission college students. 
The chi-square analysis was conducted and significant 
differences were found which support the hypothesis. 
Frequencies and percentages of graduations by admission 
categories are shown in Table 15. Almost one-half (46.5%) 
of the regular-admission students graduated after four 
years of instruction. Approximately one-fourth (26.5%) of 
the open-admission students graduated in four years. 
The data shown in Table 15 include the College of 
Pharmacy and Health Sciences students which offers the 
Bachelor of Science Degree through a five-year curriculum. 
Inasmuch as the study was concerned with graduation rates 
at the end of four years of instruction, this college should 
be excluded from the analyses of graduation statistics, even 
though three students in that college completed graduation 
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Table 15. Frequencies and percentages of graduations by 
admissions categories for the total sample^ 
Graduated 
Row 
Yes No Total 
Admission Category 
Regular 272 313 585 
46 .5% 53 .5% 100% 
Open 18 50 68 
26 .5% 73 .5% 100% 
Column 290 363 653 
Total 44 .4% 55 .6% 100% 
(1) = 9.89519, p< .00166. 
^Graduation status after Spring Semester 1988. 
Table 16. Frequencies and percentages of graduations 
by admission categories for total sample 
less the College of Pharmacy^ 
Graduated 
Row 
Yes No Total 
Admission Category 
Regular 269 276 545 
49.4% 50.6% 100% 
Open 18 50 68 
26.5% 73.5% 100% 
Column 287 326 613 
Total 46.8% 53.2% 100% 
(1) = 12.71897, p^.00036. 
^Graduation status after Spring Semester 1988. 
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requirements in the first four years. This is possible 
through use of summer sessions and test-out procedures. 
Analysis of data without that college is presented in 
Table 16. Significant differences in graduation rates of 
the two admission categories were still evident and the 
hypothesis is supported. No change occurred in the open-
admission category because no open-admission students were 
admitted to the College of Pharmacy and Health Sciences. 
Hypothesis Four: Differences exist in the graduation 
rates of both regular-admission students and open-admission 
students based on the college affiliation of their major 
area of study. 
For this hypothesis, the College of Pharmacy and Health 
Sciences was excluded from the analyses because that college 
has a five-year curriculum. Chi-square analyses were con­
ducted on the complete sample and both admission categories. 
The results of the analysis of the complete sample (Table 17) 
and of the analysis of the regular-admission category 
(Table 18), indicated that there is a significant difference 
in the graduation rates of the various colleges. Graduation 
rate for the complete sample was 46.8% and the rates ranged 
from a high of 64.7% in the College of Journalism and Mass 
Communication to a low of 32.3% in the College of Fine Arts. 
When only the regular admission category is evaluated, the 
graduation rate was 49.4% and rates ranged from a high of 
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67.6% in the College of Journalism and Mass Communication 
to a low of 36.4% in the College of Fine Arts. 
Table 17. Frequencies and percentages of graduation by 
college affiliation (complete sample)& 
LibArts 
College 
BusPub Journ PineArts 
Row 
Total 
Graduated: 
Yes 
No 
128 
44.1% 
162 
55.9% 
84 
47.7% 
92 
52.3% 
55 
64.7% 
30 
35.3% 
20 
32.3% 
42 
67.7% 
287 
46.8% 
326 
53.2% 
Column 
Total 
290 
100% 
176 
100% 
85 
100% 
62 
100% 
613 
100% 
a_2 (3) = 17.097, p <, .00068. 
Table 18. Frequencies and percentages of graduation by 
college affiliation (Regular-admission only)& 
LibArts 
College 
BusPub Journ FineArts 
Row 
Total 
Graduated: 
Yes 
No 
116 
46.4% 
134 
53.6% 
83 
50. Ot 
83 
50.0% 
50 
67.6% 
24 
32.4% 
20 
36.4% 
35 
63.6% 
269 
49.4% 
276 
50.6% 
Column 
Total 
250 
100% 
166 
100% 
74 
100% 
55 
100% 
545 
100% 
(3) = 14.435, p <.00237. 
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Statistical analysis of the open-admission category 
was not possible because of the low expected frequencies 
in the cells. However, 26.5% of the open-admission students 
graduated in four years and an examination of the graduation 
rates by college presented in Table 19 suggests possible 
differences among colleges. In the College of Journalism and 
Mass Communication, 45.5% of the open-admission students 
graduated, whereas in the College of Fine Arts, none of the 
open-admission students graduated in four years. 
Table 19. Frequencies and percentages of graduation by 
college affiliation (Open-admission only)b 
College 
Row 
LibArts BusPub Journ FineArts Total 
Graduated: 
Yes 
No 
Column 
Total 
12 
30.0% 
28 
70.0% 
40 
100% 
1 
10.0% 
9 
90.0% 
5 
45.5% 
6 
54.5% 
10 
100% 
11 
100% 
7 
100.0% 
7 
100% 
18 
26.5% 
50 
73.5% 
68 
100% 
cannot be reported because of the low expected 
frequencies in the cells. 
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Hypothesis Five: ACT scores and high school percentile 
rank are valid predictors of academic success for students 
in both regular-admission and open-admission categories. 
Three statistical procedures were performed: the 
Pearson correlation, expectancy tables, and t-tests. 
The Pearson correlation statistic was used to analyze 
the relationships among the ACT score, percentile rank in 
high school graduating class (HSPCT), graduation status at 
the end of the Spring 1988 semester, and cumulative grade 
point average at the end of the Spring 1988 semester. 
Correlations were computed for the total sample, for 
regular-admission students, and for open-admission students. 
The results of the correlations are shown in Tables 20 
through 22, inclusive. 
The results for the total sample showed that ACT and 
high school percentile rank were statistically significantly 
correlated with grade point average at p .000 (for ACT: 
r = .62; for high school percentile rank: r = .64) . The ACT 
and high school percentile rank were only slightly but 
statistically significantly correlated with graduation status 
at p < .000 (for ACT: r = .19; for high school percentile 
rank: r = .24). 
The results of the correlations for the regular-admission 
students indicated that ACT and high school percentile rank 
were statistically significantly correlated with grade point 
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average at p < .000 (for ACT; r = .60; for high school 
percentile rank: r = .62). There was a slight significant 
correlation of ACT and high school percentile rank with 
graduation status at p ^  .000 (for ACT: r = .17; for high 
school percentile rank: r = .22). 
The results of the correlations for the open-admission 
students indicated that the ACT and high school percentile 
rank were moderately correlated with grade point average 
(for ACT: r = .33, p < .102; for high school percentile rank: 
r = .32, p ^  .114). Neither correlation was statistically 
different from zero. There was a negative, weak, non­
significant correlation of ACT and high school percentile 
rank with graduation status (for ACT: r = -.12, p < .341; 
for high school percentile rank: r = -.05, p ^  .704). 
The reader might note the negative relationship of the 
ACT and high school percentile rank (r = -.24, p ^  .046) , 
where a positive relationship would be expected. In addition, 
there is a rather narrow range of scores within these two 
variables for the open-admission category students. Fifty-
eight (86.8%) of the 68 open-admission students are in the two 
lowest ACT categories and 65 (95.6%) of the 68 open-admission 
students are in the two lowest high school percentile rank 
categories. As shown in Figure 1, there was a tendency for 
open-admission students with reasonably high ACTs to have 
achieved poorly in terms of high school percentile rank. 
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In contrast, some students with lower ACTs scored well in 
terms of high school percentile rank. There is no apparent 
reason for this but it may indicate differences in motivation 
within that group. Students with lower ACTs but higher per­
centile ranks may have been more motivated to achieve in an 
institutional setting than some students with higher ACTs. 
This was examined by summarizing the final grades of 
open-admission students with various combinations of ACT cat­
egory and high school percentile category (Table 23). As 
can be seen, the failure/drop rate for students in each 
combination, given the small sample sizes, was approximately 
the same (57% - 67% with the exception of one group). Thus, 
the negative correlation between ACT and high school percen­
tile seems to be a function of the small sample size and 
relative homogeneity of the open-admission group, rather than 
a reflection of systematic differences in motivation. 
In order to better understand the implications of 
correlation coefficients between predictors and CPA which 
are shown in Tables 20 through 22, inclusive, expectancy 
tables were generated. This was done for both Spring 1985 
and Spring 1988 CPAs utilizing the ACT as the predictor. The 
pattern of correlations indicated that similar results could 
be found utilizing high school percentile rank and expectancy 
tables were also generated using the high school percentile 
rank as the predictor. 
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Table 20. Correlations among indicators of performance 
and student outcomes for the complete sample 
(two-tailed significance) 
S88GPA^ GRAD*) ACT° HSPCT^ 
S88GPA 1 .38 .62 .64 
n=375 n=375 n=375 
p—.000 p=.000 p=.000 
GRAD .38 1 .19 .24 
n=375 n=630 n=630 
p=.000 p=.000 p=.000 
ACT .62 .19 1 .67 
n=375 n=630 n=630 
p=.000 p=.000 p=.000 
HSPCT .64 .24 .67 1 
n=375 n=630 n=630 
p=.000 p=.000 p=.000 
^Cumulative GPA in Spring 1988 greater than 0. 
^Graduation status in Spring 1988. 
^Includes only subjects with ACT greater than 0. 
'^Includes only subjects with HSPCT greater than 0. 
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Table 21. Correlations among indicators of performance 
and student outcomes of regular-admission 
students (two-tailed significance) 
S88GPA GRAD ACT HSPCT 
S88GPA 
GRAD 
ACT 
HSPCT 
.39 
n=349 
p=.000 
.60 
n=349 
p=.000 
.62 
n=349 
p=.000 
.39 
n=349 
p=.000 
1 
.17 
n=563 
p=.000 
. 2 2  
n=563 
p=.000 
.60 
n=349 
p=.000 
.17 
n=563 
p=.000 
1 
.61 
n=563 
p=.000 
.62 
n=349 
p=.000 
. 2 2  
n=563 
p=.000 
.61 
n=563 
p=.000 
1 
^Cumulative GPA in Spring 1988 greater than 0. 
^Graduation status in Spring 1988. 
"^Includes only subjects with ACT greater than 0. 
'^Includes only subjects with HSPCT greater than 0. 
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Table 22. Correlations among indicators of performance and 
student outcomes of open-admission students 
(two-tailed significance) 
SSSGPA^ GRAD^ ACT° HSPCT^ 
S88GPA 1 .38 .33 .32 
n=26 n=26 n=26 
p=.055 p=.102 p=.114 
GRAD .38, 1 -.12 -.05 
n=26 n=67 n=67 
p=.055 p=.341 p=.704 
ACT .33 -.12 1 -.24 
n=26 n=67 n=67 
p=.102 p=.341 p=.046 
HSPCT .32 -.05 -.24 1 
n=26 n=67 n=67 
p=.114 p=.704 p=.046 
^Cumulative GPA in Spring 1988 greater than 0. 
^Graduation status in Spring 1988. 
*^Includes only subjects with ACT greater than 0. 
*^Includes only subjects with HSPCT greater than 0. 
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Table 23. ACT categories by high school percentile rank 
categories with grade point average categories 
for open-admission students 
High School Percentile Categories 
Category 5 Category 4 Category 3 
(1-26) (27-52) (53-87) 
n=37 n=28 n=3 
ACT Categories^ 
GPA^ n % GPA^ n % GPA^ n % 
Category 3 5 1 11.1 5 0 0 5 0 0 
(21-25) 4 1 11.1 4 0 0 4 0 0 
n=9 3 1 11.1 3 0 0 3 0 0 
2 0 0 2 0 0 2 0 0 
1 6 66.7 1 0 0 1 0 0 
Category 4 5 0 0 5 0 0 5 0 0 
(16-20) 4 0 0 4 0 0 4 0 0 
n=29 3 5 38.5 3 4 25 3 0 0 
2 0 0 2 0 0 2 0 0 
1 8 61.5 1 12 75 1 0 0 
Category 5 5 0 0 5 0 0 5 0 0 
(1-15) 4 0 0 4 1 8.3 4 1 33.3 
n=29 3 5 35.8 3 6 50 3 0 0 
2 1 7.1 2 0 0 2 0 0 
1 8 57.1 1 5 41.7 1 2 66.7 
^One open-admission student, not included, did not have 
a reported ACT score. 
^Grade Point Average Categories (CPAs are based on the 
cumulative grade point averages through Spring of 1988. 
Ranges with GPA categories as follows: 5 (GPA 3.67 and 
above); 4 (GPA 2.67 to 3.66); 3 (GPA 1.67 to 2.66); 2 (GPA 
0.67 to 1.66); and 1 (GPA less than 0.67). 
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For each variable (ACT scores, high school percentile 
ranks, and cumulative grade point averages at the end of the 
Spring 1985 semester and the end of .the Spring 1988 semester) 
scores were coded into five categories. For the ACT and high 
school percentile rank, insofar as possible, the first and 
fifth categories were composed of approximately the top and 
bottom 10% of students in the study, the second and fourth 
categories were composed of the next highest and lowest 20%, 
and the third category consisted of the middle 40%. Exact 
numerical groupings were not possible because of unequal 
distribution of scores/ranks within the two variables. The 
groupings of the grade point averages were accomplished using 
the standard grade breakdowns (A, B, C, D, and F). Although 
groupings were made using the entire sample, expectancy tables 
are presented only for regular-admission student and open-
admission student categories. 
The results of the analysis of the ACT as a predictor of 
the Spring 1985 grade point average for regular-admission 
students (Table 24) reflected the correlational finding that 
the ACT is a valid predictor of performance for that group. 
Over 96% of the students in ACT Category 1 (ACT 30 and above) 
obtained CPAs which would place them in the A and B grade 
categories for the first year. ACT Category 1 (ACT 30 and 
above) and ACT Category 2 (ACT 26 through 29, inclusive) 
accounted for 87.2% of the total A range grades. None of the 
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students in ACT Category 5 (ACT 1 through 15, inclusive) 
obtained a GPA which would place them in the A grade range 
and only 27.3% of that group obtained CPAs in the B grade 
range. 
Table 24. Expectancy table of GPA categories by ACT 
categories for regular-admission students through 
Spring of 1985 
Count GPA Categories a 
Row Pet Row 
Col Pet 1 2 3 4 5 Total 
ACT Categories^ 
1 2 19 34 55 
3.6 34.5 61.8 9.6 
6.3 7.7 43.6 
2 6 2 27 82 34 151 
4.0 1.3 17.9 54.3 22.5 26.4 
18.8 16.7 13.4 33.1 43.6 
3 17 6 89 104 9 225 
7.6 2.7 39.6 46.2 4.0 39.4 
53.1 50.0 44.3 41.9 11.5 
4 5 3 72 37 1 118 
4.2 2.5 61.0 31.4 .8 20.7 
15.6 25.0 35.8 14.9 1.3 
5 2 1 13 6 22 
9.1 4.5 59.1 27.3 3.9 
6.3 8.3 6.5 2.4 
Column 32 12 201 248 78 571 
Total 5.6 2.1 35.2 43.4 13.7 100.0 
Ranges within GPA categories as follows: 1 (GPA less 
than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 1.67 to 
2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and above). 
^Ranges within ACT categories as follows: 1 (ACT 30 
and above); 2 (ACT 26 to 29); 3 (ACT 21 to 25); 4 (ACT 
16 to 20); and 5 (ACT 1 to 15). 
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Likewise, the results for the open-admission students 
(Table 25) reflect the correlational finding that the ACT is 
not a valid predictor of first year GPA for that group. None 
of the open-admission students obtained a GPA in the A grade 
range and only 9% scored in the B grade range. Overall, 
students are homogeneous with respect to ACT (all scoring 23 
or less), and grade distributions within each category are 
similar. Thus, the ACT appears not to be a useful predictor 
of first year CPAs for open-admission students. 
Similar results (Tables 26 and 27) were obtained for 
both admission categories when expectancy tables were gener­
ated using high school percentile rank as a predictor of 
first year GPAs. Again, over 90% of the regular-admission 
students in High School Percentile Rank Category 1 (98 and 
above) scored in the A and B grade ranges. Again, open-
admission students were homogeneous with respect to high 
school percentile rank and grade distribution. All but three 
of the open-admission students were in the bottom half of 
their high school graduating class, with 34 (50%) of them in 
the bottom one-fourth of their high school graduating class. 
Nevertheless, it should be noted that, of the 37 open-
admission students in the lowest High School Percentile Rank 
Category, 22 (55.5%) were making satisfactory progress at the 
end of the first year. Overall, 46 (67.6%) of the open-
admission students were making satisfactory progress. 
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Table 25. Expectancy table of GPA categories by ACT 
categories for open-admission students through 
Spring of 1985 
GPA Categories^ 
Row 
Total 
ACT Categories^ 
1 0 0 0 0 0 0 
2 0 0 0 0 0 0 
3 2 2 3 2 9 
22.2 22.2 33.3 22.2 13.4 
12.5 33.3 7.7 33.3 
4 9 2 16 2 29 
31.0 6.9 55.2 6.9 43.3 
56.3 33.3 41.0 33.3 
5 5 2 20 2 29 
17.2 6.9 69.0 6.0 43.3 
31.3 33.3 51.3 33.3 
Column 16 6 39 6 67 
Total 23.9 9.0 58.2 9.0 100.0 
^Ranges within GPA categories as follows: 1 (GPA 
less than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 
1.67 to 2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and 
above). 
^Ranges within HSPCT categories as follows: 1 
(HSPCT 98 and above); 2 (HSPCT 88 to 97); 3 (HSPCT 53 to 
87); 4 (HSPCT 27 to 52); and 5 (HSPCT 1 to 26). 
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Table 26. Expectancy table of GPA categories by HSPCT 
categories for regular-admission students 
through Spring of 1985 
Count 
Row Pet 
Col Pet 1 
GPA Categories 
2 3 
a 
4 5 
Row 
Total 
HSPCT Categories^ 
1 3 
4.9 
10.4 
3 
4.9 
1.5 
16 
26.2 
6.5 
39 
63.9 
50.0 
61 
10.8 
2 4 
3.1 
13.8 
1 
.8 
8.3 
14 
10.9 
7.0 
81 
63.3 
32.8 
28 
21.9 
35.9 
128 
22.7 
3 15 
6.1 
51.7 
4 
1.6 
33.3 
98 
39.7 
49.2 
120 
48.6 
48.6 
10 
4.0 
12.8 
247 
43.7 
4 4 
4.0 
13.8 
7 
6.9 
58.3 
67 
66.3 
33.7 
22 
21.8 
8.9 
1 
1.0 
1.3 
101 
17.9 
5 3 
10.7 
10.3 
17 
60.7 
8.5 
8 
28.6 
3.2 
28 
5.0 
Column 
Total 
29 
5.1 
12 
2.1 
199 
35.2 
247 
43.7 
78 
13.8 
565 
100.0 
Ranges within GPA categories as follows: 1 (GPA 
less than 0.67 or drop);, 2 (GPA 0.67 to 1.66); 3 (GPA 1.67 
to 2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and 
above). 
^Ranges within HSPCT categories as follows: 1 (HSPCT 
98 and above); 2 (HSPCT 88 to 97); 3 (HSPCT 53 to 87); 
4 (HSPCT 27 to 52); and 5 (HSPCT 1 to 26). 
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Table 27. Expectancy table of GPA categories by HSPCT 
categories for open-admission students through 
Spring of 1985 
GPA Categories a 
Count 
Row Pet Row 
Col Pet 1 2 3 4 5 Total 
HSPCT Categories^ 
1 0 0 0 0 0 0 
2 0 0 0 0 0 0 
3 2 1 3 
66.7 33.3 4.4 
5.0 16.7 
4 5 2 19 2 28 
17.9 7 .1 67.9 7.1 41.2 
. 31.3 33 .3 47.5 33.3 
5 11 4 19 3 37 
29.7 10 .8 51.4 8.1 54.4 
68.8 66 .7 47.5 50.0 
Column 16 6 40 6 68 
Total 23.5 8 .8 58.8 8.8 100.0 
^Ranges within GPA categories as follows; 1 (GPA less 
than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 1.67 to 
2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and above). 
^Ranges within HSPCT categories as follows; 1 (HSPCT 
98 and above); 2 (HSPCT 88 to 97); 3 (HSPCT 53 to 87); 
4 (HSPCT 27 to 52); and 5 (HSPCT 1 to 26). 
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The results of the analyses of ACT and high school 
percentile rank as a predictor of grade point averages for 
both regular-admission students and open-admission students 
after four years of instruction (Tables 28 through 31, 
inclusive) parallel those of the Spring 1985 analyses. 
All but one of the ACT Category 1 (ACT 30 and above) 
regular-admission students who finished the four years of 
instruction earned CPAs in the A and B grade ranges while 
none of the regular-admission ACT Category 5 (ACT 1 to 15, 
inclusive) students attained the A grade range and only four 
reached the B grade range. Using high school percentile rank 
as a predictor, students in High School Percentile Rank 
Category 1 (high school percentile rank 98 and above) earned 
54.2% of the A grades attained with students in High School 
Percentile Rank Category 2 (high school percentile rank 88 
to 97) accounting for another 33.3% of the A grades. The 
lower two High School Percentile Rank Categories accounted 
for only one A grade and 12.1% of the B grades. 
Again, the results for the open-admission students did 
not support either ACT or high school percentile rank as a 
valid predictor of performance for that admission category. 
As indicated earlier, the totals under CPA Category 1 
columns include students who have attrited as well as those 
students who failed to attain passing grade ranges. 
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Table 28. Expectancy table of GPA categories by ACT 
categories for regular-admission students 
through Spring of 1988 
Count 
Row Pet 
Col Pet 1 
GPA Categories 
2 3 
a 
4 5 
Row 
Total 
ACT Categories^ 
1 13 
23.6 
5.9 
1 
1.8 
.9 
21 
38.2 
11.1 
20 
36.4 
41.7 
55 
9.6 
2 62 
41.1 
28.3 
12 
7.9 
10.7 
57 
37.7 
30.0 
20 
13.2 
41.7 
151 
26.4 
3 90 
40.0 
41.1 
47 
20.9 
42.0 
81 
36.0 
42.6 
7 
3.1 
14.6 
225 
39.4 
4 45 
38.1 
20.5 
1 
.8 
50.0 
44 
37.3 
39.3 
27 
22.9 
14.2 
1 
.8 
2.1 
118 
20.7 
5 9 
40.9 
4.1 
1 
4.5 
50.0 
8 
36.4 
7.1 
4 
18.2 
2.1 
22 
3.9 
Column 
Total 
219 
38.4 
2 
.4 
112 
19.6 
190 
33.3 
48 
8.4 
571 
100.0 
^Ranges within GPA categories as follows: 1 (GPA 
less than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 
1.67 to 2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and 
above). 
^Ranges within ACT categories as follows: 1 (ACT 
30 and above); 2 (ACT 26 to 29); 3 (ACT 21 to 25); 4 
(ACT 16 to 20); and 5 (ACT 1 to 15). 
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Table 29. Expectancy table of GPA categories by ACT 
categories for open-admission students through 
Spring of 1988 
Count 
Row Pet 
Col Pet 1 
GPA Categories 
2 3 
a 
4 5 
Row 
Total 
ACT Categories^ 
1 0 0 0 0 0 0 
2 0 0 0 0 0 0 
3 6 
66.7 
14.6 
1 
11.1 
4.8 
1 
11.1 
33.3 
11 
100 
1 
.1 
.0 
9 
13.4 
4 20 
69.0 
48.8 
9 
31.0 
42.9 
29 
43.3 
5 15 
51.7 
36.6 
3 
100 
1 
.4 
.0 
11 
37.9 
52.4 
2 
6.9 
66.7 
29 
43.3 
Column 
Total 
41 
61.2 1 
1 
.5 
21 
31.3 
3 
4.5 1 
1 
.5 
67 
100.0 
^Ranges within GPA categories as follows: 1 (GPA 
less than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 
1.67 to 2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and 
above). 
^Ranges within ACT categories as follows: 1 (ACT 30 
and above); 2 (ACT 26 to 29); 3 (ACT 21 to 25); 4 (ACT 16 
to 20); and 5 (ACT 1 to 15). 
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Table 30. Expectancy table of GPA categories by HSPCT 
categories for regular-admission students 
through Spring of 1988 
Count 
Row Pet 
Col Pet 1 
GPA Categories 
2 3 
a 
4 5 
Row 
Total 
HSPCT Categories^ 
1 14 
23.0 
6.5 
2 
3.3 
1.8 
19 
31.1 
10.0 
26 
42.6 
54.2 
61 
10.8 
2 46 
35.9 
21.3 
10 
7.8 
9.2 
56 
43.8 
29.5 
16 
12.5 
33.3 
128 
22.7 
3 98 
39.7 
45.4 
52 
21.1 
47.7 
92 
37.2 
48.4 
5 
2.0 
10.4 
247 
43.7 
4 43 
42.6 
19.9 
2 
100 
2 
.0 
.0 
37 
36.6 
33.9 
18 
17.8 
9.5 
1 
1.0 
2.1 
101 
17.9 
5 15 
53.6 
6.9 
8 
28.6 
7.3 
5 
17.9 
2.6 > 
28 
5.0 
Column 
Total 
216 
38.2 
2 
.4 
109 
19.3 
190 
33.6 
48 
8.5 
565 
100.0 
^Ranges within GPA categories as follows: 1 (GPA less 
than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 1.67 to 
2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and above). 
^Ranges within HSPCT categories as follows: 1 (HSPCT 
98 and above); 2 (HSPCT 88 to 97); 3 (HSPCT 53 to 87); 
4 (HSPCT 27 to 52); and 5 (HSPCT 1 to 26). 
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Table 31. Expectancy table of GPA categories by HSPCT 
categories for open-admission students through 
Spring of 1988 
Count 
Row Pet 
Col Pet 1 
GPA Categories 
2 3 
a 
4 5 
Row 
Total 
HSPCT Categories^ 
1 0 0 0 0 0 0 
2 0 0 0 0 0 0 
3 2 
66.7 
4.8 
1 
33.3 
33.3 
3 
4.4 
4 17 
60.7 
40.5 
10 
35.7 
47.6 
1 
3.6 
33.3 
28 
41.2 
5 23 
62.2 
54.8 
2 
100 
1 
.7 
.0 
11 
29.7 
52.4 
1 
2.7 
33.3 
2 
100 
1 
.7 
.0 
37 
54.4 
Column 
Total 
42 
61.8 1 
1 
.5 
21 
30.9 
3 
4.4 1 
1 
.5 
68 
100.0 
Ranges within GPA categories as follows: 1 (GPA 
less than 0.67 or drop); 2 (GPA 0.67 to 1.66); 3 (GPA 1.67 
to 2.66); 4 (GPA 2.67 to 3.66); and 5 (GPA 3.67 and above). 
^Ranges within HSPCT categories as follows ; 1 (HSPCT 
98 and above); 2 (HSPCT 88 to 97); 3 (HSPCT 53 to 87); 
4 (HSPCT 27 to 52); and 5 (HSPCT 1 to 26). 
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The t-test statistic was utilized to assess whether 
graduates differed from non-graduates in average ACT and 
in high school percentile rank. This was carried out for 
the complete sample, for regular-admission students alone, 
and for open-admission students alone. 
When ACT was the dependent variable (Table 32), a 
significant difference favoring graduates was found for 
the complete sample and for the regular-admission students. 
There were no significant differences in the mean values 
of graduates and non-graduates for the open-admission 
students. 
When high school percentile rank was the dependent 
variable (Table 33), similar results were found. There 
was a significant difference favoring graduates for the 
complete sample and for the regular-admission students. 
There was no significant difference in the mean values of 
the high school percentile ranks for graduates and 
non-graduates for the open-admission students. 
The results indicate that the ACT and high school 
percentile rank were statistically significant predictors 
of performance for the regular-admission students. However, 
the results also indicated that these factors were not 
significant predictors of performance for open-admission 
students in this study. Therefore, the hypothesis is not 
supported. 
Table 32. Means and standard deviations on graduation status by ACT 
Average ACT Average ACT 
Group Statistics Graduates Non-graduates t-value df p 
Total 
Sample M 
S.D. 
n 
23.8526 
4.791 
285 
21.6741 
4.815 
313 
5.54® 596 .000 
Regular 
Admit M 
S.D. 
n 
24.3858 
4.405 
267 
22.5871 
4.521 
264 
4.64® 529 .000 
Open 
Admit M 
S.D. 
n 
15.9444 
3.038 
18 
16.7551 
3.072 
49 
-.96® 65 .341 
^Pooled Variance Estimate. 
Table 33. Means and standard deviations on graduation status by HSPCT 
Average HSPCT Average HSPCT 
Group Statistics Graduates Non-graduates t-value df p 
Total 
Sample M 72.7845 
S.D. 24.061 
n 283 
Regular 
Admit M 76.0189 
S.D. 20.988 
n 265 
Open 
Admit M 25.1667 
S.D. 13.879 
n 18 
58.2355 6.96^ 591 .000 
26.624 
310 
64.3923 5.88^ 510.26 .000 
24.154 
260 
26.2200 -.31^ 66 .758 
11.800 
50 
^Pooled Variance Estimate. 
^Separate Variance Estimate. 
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CHAPTER V. DISCUSSION 
According to Bauer et al. (1988), student outcomes 
assessments can help to determine the impact of policies 
like open-admissions on the educational quality of the 
institution. In addition, since the higher education 
experience can profoundly affect the students, the 
institution must be concerned with evaluating the process 
as well as the outcomes of the program (Jacobi, Astin, & 
Ayala, 1987). 
This research project centered on the measurement of 
student outcomes and had three purposes: (1) to evaluate 
the four-year academic performance of college freshmen 
entering a university directly from high school to 
ascertain the relationship between admissions category, 
standardized test scores, and student outcomes as measured 
by grade point averages, retention rates, and graduation 
rates; (b) to determine if differences existed in the 
graduation rates of students in both open-admission and 
regular-admission categories based on the college affiliation 
of their majors; and (c) to determine if the predictive 
validity of high school performance levels and standardized 
test scores were different for students admitted under 
regular-admission criteria and students admitted under 
open-admission criteria. 
116 
The data analyses focused on outcomes related to 
academic achievements over four years of instruction; 
that is, grade point averages, persistence, and graduation 
rates. This focus was selected because information about 
outcomes can help an institution successfully adapt to 
changing conditions and thereby maintain its stability and 
identity (Pace, 1979). Further, results of outcome 
assessment can be used to evaluate and improve student 
advising and placement, curriculum development and academic 
and student service programs (Jacobi et al., 1987). 
Hypotheses Testing 
The purposes of the research were accomplished through 
the testing of five hypotheses as stated below. 
Admission Category and Grade Point Averages 
The hypothesis was tested that significantly higher 
cumulative grade point averages would be achieved by 
regular-admission students at the end of each of the four 
years of instruction. The primary purpose of the hypothesis 
was to determine if the college grade point averages were 
significantly different for the separate admissions categories 
as would be expected based on the prior performance criteria 
which dictated placement within an admissions category. Only 
data pertaining to students who completed each of the years 
analyzed was utilized as no data for those who. attritéd 
was reported. It was shown that the regular-admission 
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students achieved significantly higher cumulative grade point 
averages in each year. However, a repeated measures analysis 
of variance, conducted to test if differences between the two 
groups was affected by the year in school, revealed that the 
magnitude of difference did not change as the year in school 
changed. Even though there were significant differences in 
the two groups, both groups could be considered to be 
successful based on grade point average levels because GPA 
is generally accepted as an important indicator of success in 
college (Rossman et al., 1975). In this study the persisters 
in the regular-admission category averaged 2.982 for the 
four years while the persisters in the open-admission 
category averaged 2.386 for the four years. 
The results of this study parallel the results of the 
University of Detroit study where there were significant 
differences in the regular-admission students over the open-
admission students for the four years but which also 
indicated that the open-admission students who persisted in 
school overcame academic deficiencies and successfully nego­
tiated four years of college (Harrison & Rayburn, 1979). The 
results are also similar to the results of the 1970 - 1975 
City University of New York program where there were signif­
icant differences in the grade point averages of both groups, 
but where persisters in both groups made satisfactory 
progression toward degree requirements (Lavin et al., 1981). 
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Admission Category and Retention 
Also tested was the hypothesis that there were differ­
ences in the retention rates of open-admission students and 
regular-admission students over the course of the four years 
of instruction. The purpose was to determine the persistence 
level of the sample as a whole and the persistence levels of 
students in each of the admissions categories and to identify 
the point on the enrollment continuum where the most critical 
time falls in relation to retention. The data showed that 
the overall retention rate of the complete sample from year 
one to year two was 78.3%. The data also showed that the 
retention rates of the regular-admission students were signif­
icantly higher than the retention rates of the open-admission 
students. The retention rate for regular-admission students 
from year one to year two was 80.9% while the retention rate 
for open-admission students from year one to year two was 
55.9%. However, it is important to note that when retention 
rates at the upperclass level were compared there were no 
significant differences. Between year three and year four, 
90.6% of the regular-admission students were retained and 
86.7% of the open-admission students were retained. 
These results compared favorably with those obtained at 
other institutions. Millett (1984) reported that four-year 
public institutions using selective admission criteria retain 
76-80% of their freshman classes and that four-year public 
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universities using open-admission criteria retain 60% of their 
freshman classes. The results also compared favorably with 
the City University of New York (CUNY) study where 81% of 
the regular-admission students and 66% of the open-admission 
students returned for the second year (Rossman et al., 1975). 
However, it should be noted that the CUNY figures may be 
higher since no academic dismissals were permitted during the 
freshman year (Balkin, 1977) . Another comparison of persis­
tence showed that the total sample involved in this study had 
slightly higher retention rates after four semesters (74.1%) 
and after eight semesters (58.2%) than did the students in 
the CUNY study with 70% and 49% retained, respectively. 
Contemporary literature indicates that the freshman 
year has been a traditionally critical period, during or 
after which half of the students who will drop out do so 
(Greene, 1987; Hodgkinson, 1985). That proved to be true in 
this study for both regular-admission students and open-
admission students. Just under one-half (48.9%) of the 
regular-admission students who would drop during the four 
years did so prior to commencement of the second year. For 
open-admission students, almost three-fourths (73.8%) of 
those who would drop during the observation period did so 
before the beginning of the second year. Of particular 
interest was the number of students making satisfactory 
academic progress included within the' group who did not 
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return for the second year (50.4% of the regular-admission 
non-returnees and 16.1% of the open-admission non-returnees). 
The fact that this magnitude of attrition occurs in such 
a short time span should be of significant concern to univer­
sity administration, admissions, and retention personnel, and 
to student services organizations. Of particular concern 
should be the number of academically qualified students who 
fail to reenroll at the end of the summer. The number of 
freshmen enrolling full-time for a second year is an important 
indicator of an institution's effectiveness (Lavin et al., 
1981; Rossman et al., 1975). It may be that the support 
program already established in the institution needs to be 
strengthened or expanded or that the institution needs to 
develop and encourage use of other avenues of involvement for 
all students as a means of maintaining high retention. 
Increasing retention rates of those already enrolled 
remains a promising strategy for increasing enrollment in 
the years ahead (Breneman, 1983). Moll (1985) believes an 
institution may enhance the chances of retaining students by 
increasing the number of contacts with them. The contacts 
may take the form of better programs and services which 
enhance the probability of student success (Noel et al., 
1985). This position is supported by other writers. Astin 
(1985) believes that a method to make students more 
successful is to get them involved in classes and extra­
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curricular activities, and with faculty and other students. 
Students also need to interact more with their advisors, the 
principal tool for helping students get involved with their 
studies. Increased involvement is a key element in improving 
student achievement which in turn leads to student retention 
(Astin, Korn & Green, 1987). 
Much time and effort may be saved through increasing the 
retention of students already enrolled compared with starting 
the recruiting process to fill the vacancies being created. 
In addition, students who drop out were presumably fit for 
admission, suggesting a need to look within the institution 
for possible reforms (Breneman, 1983). 
Admission Category and Graduation Rates 
The hypothesis that regular-admission college students 
would achieve higher graduation rates after four years of 
instruction than would open-admission college students was 
also tested in the study. The purpose was to determine if 
there is a relationship between the admittance category and 
academic success, for which graduation is considered to be 
a valid measure (Polishook, 1976). Graduation rates are 
closely related to retention rates and also serve as a test 
of institutional effectiveness (Rossman et al., 1975). 
Ihlanfeldt (1985) believes that graduation rates are directly 
related to who is recruited/admitted and why. Stanley (1971) 
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reports that a number of colleges are more concerned with 
persistence through graduation than they are with grades. 
Further, he feels that graduation, as a test of academic 
ability, can be predicted as well for the disadvantaged as 
for the advantaged. 
In this study, the data supported the hypothesis by 
showing significantly higher graduation rates for regular-
admission students over open-admission students. The total 
number of students graduating, excluding those students 
enrolled in the College of Pharmacy and Health Sciences 
(a five year program), after four years of instruction was 
less than one-half (46.8%). The regular-admission students' 
graduation rate (49.4%) was almost double that of the open-
admission students' graduation rate (26.5%). In comparison 
with subjects in the CUNY study, the subjects of this study 
achieved a substantially higher overall graduation rate 
(46.8%) after four years of instruction. The CUNY study 
subjects' overall graduation rate was 23%. 
The overall graduation rate of subjects in this study 
was slightly lower than the level achieved by students in 
the Iowa public institutions (49%) after four years of 
instruction (Fowler, 1988). The results compare favorably 
with the performance of freshmen at four-year institutions 
nationally where only 31.2% completed a bachelor's degree 
within four years. However, the results are notably lower 
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than the performance of freshmen at private universities 
nationally, where approximately 56% complete a bachelor's 
degree within four years (Astin et al., 1987). 
Graduation Rates and College Affiliation 
The hypothesis was tested that differences exist in 
the graduation rates of regular-admission students and 
open-admission students based on the college affiliation of 
their major area of study. The purpose was to develop 
empirical data on a subject which was not encountered 
during the literature review. 
The results supported this hypothesis showing 
statistically significant differences in graduation rates 
of the various colleges when considering the complete sample 
and when considering regular-admission students. In each 
case the graduation rate of the College of Journalism and 
Mass Communication was significantly higher than the other 
colleges. In that college, approximately two-thirds of the 
regular-admission students graduated in four years. The next 
best graduation rate for regular-admission students was in 
the College of Business and Public Administration where 
one-half of the regular-admission students graduated within 
four years. The College of Pharmacy and Health Sciences 
was excluded from these analyses because it is a five-year 
program. 
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The reader might note that the graduation rate of the 
two professional schools (55.4%) was significantly higher 
than the graduation rate for the two schools with traditional 
academic curricula (44.6%). This may have occurred because 
students in the professional schools may be more satisfied 
with their college experience than students in the traditional 
disciplines. Satisfaction, in turn, leads to success which 
is considered an important element in persistence and 
achievement (Astin et al., 1987; Noel et al., 1985). It may 
also be that their motivation is based on the contemporary 
attitudes and values of students which place a high premium 
on career-orientation and the prospective financial returns 
on money invested in higher education (Morrell, 1988). 
Although the number of open-admission graduates could not 
be statistically evaluated because of low expected frequencies 
in the individual cells, examination of the data shows that 
the graduation rate of the College of Journalism and Mass 
Communication was highest in the open-admission category with 
slightly less than one-half graduating. The next highest 
graduation rate for open-admission students was in the 
College of Liberal Arts where just less than one-third grad­
uated in four years. The College of Business and Public Ad­
ministration graduated only one of 10 open-admissions students 
and the College of Fine Arts graduated one of its seven open-
admission students within the four year observation period. 
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No data were developed in this study which would permit 
inferences to be made as to the relative difficulty of the 
curricula of the various colleges. 
Predictors of Academic Performance 
The last hypothesis stated that ACT and high school 
percentile rank are valid predictors of academic success for 
students in both the regular-admission category and the 
open-admission category. The purpose was to determine if 
the predictors and educational criteria were significantly 
correlated in the data sets of regular-admission students 
and open-admissions students. 
For this study the prediction was only partially 
supported. There was à statistically significant relation­
ship between the ACT and the cumulative grade point average 
after four years in the analyses of the complete sample and 
of the regular-admission category. There was also a 
statistically significant relationship between the high 
school percentile rank and the cumulative grade point 
average after four years in the analyses of the complete 
sample and of regular-admission students. For open-admission 
students, there was no significant relationship between the 
ACT and the cumulative grade point average nor between high 
school percentile rank and the cumulative grade point 
average. 
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Subsequent analyses exploring these relationships 
using expectancy tables reflected the correlational finding 
that the ACT and high school percentile rank were valid 
predictors of performance for regular-admission students. 
Over 96% of the students in the highest ACT category (ACT 
30 and above) attained A or B grades at the end of the 
first year. Also, over 90% of the regular-admission students 
in the highest high school percentile rank category (98 and 
above) scored in the A and B range at the end of the first 
year of instruction. The same results did not occur for the 
open-admission students. None of the open-admission students 
obtained a GPA in the A grade range and only 9% scored in 
the B grade range. Overall, students in the open-admission 
category are homogeneous with respect to both ACT and high 
school percentile rank. All of the open-admission students 
scored 23 or less on the ACT and all but three of them were 
in the lower half of their high school class with 50% of 
them being in the bottom quarter of the class. The grade 
distributions for open-admission students did not differ 
as ACT category or high school percentile rank category 
changed. 
Other analyses were conducted to determine if there 
were significant differences in ACTs and high school percen­
tile rankings of the various cohorts when graduates and non-
graduates were compared in each admission category. There 
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were significant differences in the average ACTs and average 
high school percentile rankings between graduates and non-
graduates in the complete sample and in the regular-admission 
category. For the open-admission category there were no 
significant differences in the averages. 
Although the data did not support the hypothesis as 
stated, it is considered that there is strong support for 
continued use of ACT and high school percentile rank as a 
predictor of success in college for regular-admission 
students only. 
Concluding Comments 
Clearly, a study based on a single sample cannot 
provide a definitive assessment of the meaning and impact 
of a particular policy (Rossman et al., 1975). However, 
early evaluation is considered essential to a program where 
criteria of primary importance are student outcomes. This 
study provided early evaluation of one open-admission program. 
The sample studied in this project was the first class 
admitted under the admission criteria approved by the 
Admissions Subcommittee of the Drake University Senate in 
February and April 1984. Further research is recommended 
to assess the effectiveness of the policy over a number of 
classes at different time intervals. 
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Given the prolonged projected demographics showing a 
significantly reduced traditional college-age population, 
the strategy of some institutions will be to increase 
enrollments by expanding the number offered admission. 
Institutions will also have to adjust internally to 
guarantee that larger proportions of those admitted remain 
satisfied enough to remain enrolled (Melia & Goodman, 1989). 
It is imperative that these institutions possess information 
about the outcomes of expansionist policies in order to 
successfully adapt to the changing demographic conditions 
(Pace, 1979). 
The results of the research suggest that open-admission 
students who persist in enrollment achieve satisfaction in 
terms of acceptable grade point average and graduation rates. 
The level of success would seem to warrant further study of 
the concept at the institution studied and other institu­
tions of higher education, both private and public. 
It is important to note that there is no evidence that 
academic standards were lowered to accommodate the open-
admission students. This is confirmed by the high attrition 
rate of the open-admission students, particularly in the 
first two years. However, the high attrition in both 
admissions categories should be cause for review of the 
support programs. Although there was no basis upon which to 
evaluate the overall effectiveness of the support programs 
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in the current study, some action had been taken prior to 
this study in relation to effecting change. Although the 
basic structure of the program is essentially the same, 
three actions have occurred since the 1984 cohort entered 
which are designed to improve the system for current and 
future classes. First, more personal attention is being 
provided in counselling sessions. Where earlier sessions 
were accomplished in groups, individual counselling has 
taken over. Secondly, a new reporting system has been in 
effect for two years which provides information directly to 
the academic advisors where it was not previously provided. 
And, third, a mentor system was started in 1989 to provide 
assistance in problem classes. Each mentor is assigned a 
maximum of five students in order to provide greater 
individual attention to student needs. 
While the results of this study provide an important 
data base for the institution, it must be stressed that the 
study represents only a starting point. Given the dynamic 
nature of environmental factors, it would seem to be in the 
best interests of the institution to develop mechanisms 
which provide for the on-going maintenance of data and for 
continuous evaluation of admissions policy. This is 
particularly important if the focus of recruiting and 
admissions efforts is not to change significantly. 
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Several educational program evaluation models have 
been developed and utilized in education settings which 
would be useful in the formal evaluation of the Drake 
University open-admission program. One such model is the 
CIPP Model developed by Daniel L. Stufflebeam in the late 
1960s in response to the evaluation requirements of the 
Elementary and Secondary Education Act of 1965 (ESEA). That 
model sees evaluation as a tool by which to improve programs 
to better serve the intended beneficiaries (Stufflebeam, 
1983). The approach is based on an assessment of outcomes 
in terms of both intended effects and side effects and is 
focused in the following basic framework for decision making 
Evaluation of context for planning decisions; 
Evaluation of inputs for structuring decisions; 
Evaluation of process for implementing decisions; and 
Evaluation of products for recycling decisions. 
The initial step for Drake would seem to be an assess­
ment of whether or not the open-admission policy is to 
remain as an integral part of the admission philosophy and 
institutional goals. If retention of the policy is in 
congruence with the educational objectives, then the other 
elements of the evaluation framework listed above would be 
utilized to determine what changes, if any, are required in 
the support system structure and operations to achieve 
the intended result of the program. 
131 
In addition to CIPP, other models are available for 
consideration for program evaluations. For example, 
Robert Stake has developed the Responsive Approach Model 
which, like the CIPP Model, is focused primarily on assess­
ment of student performance and is intended to be useful in 
responding to its audiences' requirements for information 
(Stake, 1983). Another model is the Discrepancy Evaluation 
Model (DEM) developed by Andres Steinmetz, which is based 
on comparisons wherein the object of the evaluation (i.e., 
education program) is compared to a standard to determine 
if a discrepancy exists between the actual outcomes and 
the planned outcomes (Steinmetz, 1983). Steinmetz believes 
the DEM to be most useful in structuring the accumulation 
of information essential for well-informed decision making. 
The importance to any institution is not so much 
which model of evaluation will be used but, rather, that 
evaluation of programs be considered as a necessary element 
for improvement and for serving accountability needs 
(Stufflebeam, 1983). 
This study also raised questions about the effectiveness 
of the first year support system. That system, too, has 
been dynamic and on-going evaluation of the components of 
the system is warranted to determine if changes instituted 
since 1984 are assisting in meeting student needs to a 
greater extent than for this sample of if further change 
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is required. Continued evaluation and improvement of the 
support programs remains a key educational issue. Several 
authors (Astin, 1971; Cross, 1977; Harrison & Rayburn, 1979 
Rossman et al., 1975) attest to the necessity of a broad-
based academic assistance and counselling component to 
supplement the admission policy. Cross (1977) states that 
to put open-admission students into traditional academic 
programs without providing a means to accommodate them is 
almost to assure them of failure. 
John N. Gardner, Director, National Center for Study 
of the Freshman Year Experience at the University of South 
Carolina, broadens the need for support programs to include 
all freshmen. Gardner sees the need for support programs 
to enhance students first year and to ease the transition 
from high school (Greene, 1987). The key element in his 
program is getting students involved in campus life and in 
teaching them constructive ways to relate to peers and to 
professors. 
In addition to studying the student outcomes in the 
three traditional forms (GPA, retention, and graduation), 
the study was also concerned with graduation rates of the 
various colleges and schools within the university and with 
the validity of generally recognized predictors of academic 
performance for the subjects of this study. In relation to 
college graduation rates, a significant difference was noted 
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favoring professional schools over the more traditional 
disciplines. However, no evidence was found which indicated 
that curricula in one college would be more difficult than 
curricula in other colleges. Insofar as the generally 
recognized predictors (standardized test scores and high 
school percentile ranks) are concerned, they did not prove 
to be valid for the open-admission segment of the sample. 
However, these predictors were valid for the regular-
admission segment and would seem to warrant continued 
utilization as predictors of student success when consid­
ering applicants for admission. 
Although there are some similarities, this study is 
significantly different than the University of Detroit and 
the City University of New York studies. In all three 
cases, the institutions established supportive services in 
terms of counseling and academic assistance. The CUNY 
study was the only one in the public sector and involved 
students from multiple campuses (nine 4-year institutions 
and eight 2-year institutions). The University of Detroit 
project was in the private sector, as was this study, but 
was a controlled evaluative study and utilized different 
instruments to measure academic achievement. Whereas this 
study was concerned with student outcomes in terms of grade 
point averages, retention rates, and graduation rates, the 
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University of Detroit study used the California Achievement 
Tests (CAT), Advanced, to measure academic achievment in 
terms of reading, mathematics, and language. In spite of 
the different environments and instrumentation, the results 
were similar in many respects. In all three cases there 
were significant differences in the achievement levels of 
regular-admission students and open-admission students. 
And, in all cases, there was evidence that, as students 
persisted from one level to the next, the differences 
between the two admission category students diminished. 
This research project may be used by administrators, 
admissions personnel, retention personnel, and student 
services personnel to assist in planning for the admission, 
retention, and graduation of students. The results 
contribute to the information base of those individuals 
planning strategies for the 1990s and beyond. 
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DATA COLLECTION FORMAT 
FRESHMEN entering Drake University in Fall 1984 - Directly from High School 
DATA 
Column(s) Description/Key 
1 Sex 1 = Male 2 = Female 
2-3 ACT Score 
4 Admission Status 1 = Regular 2 = Conditional 
5-7 CPA Spring 1985 000 = Missing Values 
8 Enrolled Fall 1985 1 = Yes 2 = Not enrolled 
9-11 CPA Spring 1986 000 = Missing Values 
12 Enrolled Fall 1986 1 = Yes 2 = Not enrolled 
13-15 CPA Spring 1987 000 = Missing Values 
16 Enrolled Fall 1987 1 = Yes 2 = Not enrolled 
17-19 CPA Spring 1988 000 = Missing Values 
20 Graduated 1 = Yes 2 = No 
21 College 1 = Liberal Arts 
2 = Business & Public Administration 
3 = Pharmacy & Health Sciences 
4 - Journalism & Mass Communication 
5 = Fine Arts 
22-25 High School 
Clas Rank 0000 = Missing Values 
26-29 Number in High 
School Class 0000 = Missing Values 
30-32 High School 
Cumulative CPA 000 = Missing Values 
33-34 Percentile Rank in 
High School 
Graduating Class 00 = Missing Values 
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HUMAN SUBJECTS IN RESEARCH APPROVAL FORM 
G 
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INFORMATION ON THE USE OF HUMAN SUBJECTS IN RESEARCH 
IOWA STATE UNIVERSITY 
(Please follow the accompanying Instructions for completing this form.) 
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policies on retention/graduation rates at Drake University 
I agree to provide the proper survalllanee of this project to insure that the rights 
and welfare of the human subjects are properly protected. Additions to or changes 
i n  p r o c e d u r e s  a f f e c t i n g  t h e  s u b j e c t s  a f t e r  t h e  p r o j e c t  h a s  b e e n  a p p r g y ^ d  w i l l  b e  
submitted to the committee for review. 
Thomas M. Pursel 1-17-89 . . _ , 
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Signatures of others (if any) Date Relationship to Principal Investigator 
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n Samples (blood, tissue, etc.) from subjects 
ri Administration of substances (foods, drugs, etc.) to subjects 
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THOMAS M. PURSEL 
"An analysis of the effects of open admissions policies 
on retention/graduation rates at Drake University" 
A. The investigation is being conducted to determine 
the differences, if any, in the performances of 
regularly-admitted college students and open-
admissions college students in a private independent 
university. Measures of performance will be grade 
point averages, retention rates, and graduation 
rates. The data will be obtained from Drake's 
student data base and will involve no contact with 
the students involved. Data are social security 
number, sex, ACT score, admission status (regular 
or open admission), grade point averages, graduation 
status, and college of major. 
B. Subjects will be college freshmen admitted to Drake 
University directly from high school in Fall 1984. 
No incentives, compensations, or followup techniques 
will be used in relation to the collection of data. 
C. There, will be absolutely no risk or discomfort 
involved in the investigation. The investigator 
will have access to social security numbers only 
and they will not be a portion of the final report. 
There will be no contact between the investigator 
and the students involved in the investigation. 
D. All subjects are (or have been) students at Drake 
University, located in Des Moines, Iowa. 
Drake University has approved the investigator's 
access to its student data base to obtain the 
data indicated in A above for use in this investigation. 
Copy of the authorization letter is attached hereto. 
